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ABSTRACT
Implementing Multicultural Education in an
Urban High School t Two Case Studies
(September 1979)
Carlton E. Brown, B.A., University of Massachusetts
Ed.D., University of Massachusetts
Directed by: Professor Bob H. Suzuki
This dissertation concerns two attempts at implementing multi-
cultural education in an urban high school. Case study research was
conducted to analyze the development and implementation of a bilingual
Foxfire Program and a course—U. S. History:. Social and Historical
Problems of American Ethnic Groups. The author's "transformist" con-
ception of multicultural education informed the design and conduct of
both implementation attempts. A systems approach to change and the
"transformist" conception of multicultural education were used to
analyze both attempts and to derive implications for practice and
further study. Major conclusions and implications from this study are
that: (1) the "transformist" conception of multicultural education
seems to have a strong potential for positive impact on students;
(2) Important aspects of the process of implementing multicultural
curricula include the development of a "critical mass" of participants
and supporters, creating teacher ownership and allowing materials and
programs to be locally developed; and (3) greater attention must be
paid to research based Ideas about Initiating and Implementing multi-
cultural education programs.
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CHAPTER I
INTRODUCTION
The concept of pluralism or multiculturalism in education was dis-
cussed by John Dewey as early as 1916 in a speech before the National
Education Association. He pointed out that all Americans are members of
ethnic groups and that nationality is a maintained personal characteris-
tic. Therefore, he argued, public schools should be structured to teach
the cultural heritage, characteristics and contributions of every ethnic
group in America (Itzkoff, 1969:55). Horace Kallen and I. B. Berkson
agreed with and advanced Dewey's notions further by arguing that:
.... democracy implied the right of these newcomers (immigrants)
to retain the ethnic and cultural affiliation of their choice
and therefore not to suffer any debilitating consequences from
the exercise of this right (Itzkoff, 1969:55).
Both KalJen and Berkson also noted the ”.... subtle element of coercion
(that) had entered the melting pot philosophies ...." and saw this ele-
ment "as contrary to Deweyian progressivism (Itzkoff, 1969:54).
These three reformers did not provide the necessary analysis and
strategies for action in their prescriptions which, according to Itzkoff
and J. H. Robinson, only addressed the liberation of intelligence (1969:
60)
.
Ultimately, many European ethnic groups were forcefully and trau-
matically assimilated into American society both through the inclusion
requirements of American institutions and the "subtle element of coer-
cion" feared by Berkson.
During the 1960's, civil rights and desegregation legislation
forced attention on the major disparities in school performance between
poor non-white students and middle class white students. The major re-
2medy prescribed I,, educators for non-«hlte underachievement was the im-
plementation of
.ii„,,cnsatory education programs. The purposes of these
programs, succlu,
, ly stated, were to narrow " the gap between the
academic perfor
of middle class children and the children of the
^ ” enhance substantially the educational development of
impoverished chi|.|,^nM intensive skill development and revised
appioaches to ti„,||tional educational content (Wilkerson, 1974:505-510),
In describing tl,.. «o-called "deficit hypothesis" on which compensatory
education is bas...|, Doxey Wilkerson notes that:
Common to al l
, 1 ,^5^ points of view is the assumption that per
sistent acad.iMie retardation among the children of the poor is
a tunction o| limitations internal to the children involved;
themselves the cause of their own failure
C1974 : 510)
.
Given the racism Implicit in this hypothesis, it is hardly suprising
that Wilkerson rt<.„rhed the conclusion that it is quite clear that
the specific promise of compensatory education .... has not been rea-
lized" (Wilkersuit^ 1974:520).
Also during
1 |,c 1960^s, many social critics began to examine the
premises and insi 1
1
utions of the society itself as a consequence of the
perceived failunw, compensatory education. The social and political
movements of non
^)i, | j-g groups during this period saw racism and poverty
alternately as ‘hiiocts in an otherwise adequate social system or as in-
tegral parts of 1 |(p social structure and necessary mechanisms to main-
tain control ovei
» oppressed,^ These movement focused their attacks
1. These stateimMii s represent the conclusions of many educators and
social sclem luis, such as Carnoy and Levin, (1976); Carmichael
and Hamilton, ( 1966 ); and Perlo, (1975).
3on the removal of the manifestations of racism from the society and the
conditions that maintained poverty,^ on the re-examination of their own
group cultures and emphasising their development (Jones, 1966; Deloria,
1973). These views gave rise to advocacy of the concept of cultural re-
levance in school curriculum — to include the achievements and contri-
butions of non-white and poor groups in school subject matter (Banks and
Joyce, 1971). Educators responded first with the development of educa-
tional programs for the "disadvantaged" and the "culturally different"
which sought to make school subject matter more relevant to the alleged
concerns and learning abilities of non—white and other poor students
(Banks and Joyce, 1971; Gordon, 1972) . A second response of educators
to the pressures of students and community groups was the development of
programs of Black, Chicano, Puerto Rican, Asian and Native American
studies which concentrated on the histories and cultural "contributions"
of these groups (Deloria, 1973:131).
Non-white ethnic studies programs have led, in turn, to a call for
white ethnic studies during the 1970’s (Krug, 1972). A number of social
scientists and historians called attention to the monocultural nature of
American society and the fact that many white ethnic groups have also
been the victims of racist practices and attitudes. Revisionists' in-
terpretations of American history have demonstrated that, as American
history has traditionally been written and taught, the histories and
cultures of many white ethnic groups had also suffered ommissions and
2. Typical of these views are those represented in the works of Bayard
Rustin (1969), Whitney M. Young (1976), and others.
Adistortions along with non-white groups (Krug, 1972). However, state-
ments of individuals and organizations concerned with white ethnic groups
and multicultural education tend to omit the earlier non-white emphases
on economic, political, and social structural changes in multicultural
education (AACTE, 1974).
Gibson notes that multicultural education grew out of non-
white demands for better education and their rejection of the pejorative
assumptions of compensatory education (1975:1). As efforts to establish
studies programs and more relevant curricula continued and inten-
sified, more critical examination of the character of American schooling
began to reveal the shortcomings of ethnic studies programs for non-
white students and those of other ethnic groups. Those concerned with
social change came to realize with Michael Katz that American public
schools are bureaucratically arranged, class-biased, and racist,"
0-971 ;xrviii)_ and that these characteristics are inherent in the basic
structural and value systems of schools. In addition to the effects of
these institutional characteristics of students, some educators have de-
termined that learning styles and learning characteristics are largely
culturally determined—a factor given little attention in the prolifera-
tion of ethnic studies programs (Castenada and Ramirez, 1972; Cuban,
1972), These conclusions, along with growing sentiments of unity among
non-white groups, gave rise to the concept of multicultural education.
Multicultural education is a rather amorphous concept, having many
different definitions. Gibson defines multicultural education as "the
process whereby a person develops competencies in multiple standards for
perceiving, evaluating, believing and doing (1975:27)." Geneva Gay
5defines multicultural educati.iM nn o r » .' " ns a process for helping students clari-
fy their racial and ethnic vIuwr f ,, ,WH and Identity feelings, eliminating
ethnic isolation and psvcholou i f.r,i ». • j , ,y Kl(ni captivity, and taking positive action
in the social arena (1975:176- | ; 7 \ mu AAr-mr- ^
• The AACTE Commission on Multicul-
tural Education defines the conrept in four major thrust areas: ( 1 )
teaching values that support natural pluralism; ( 2 ) encouraging the
expansion of ethnic groups and iheir incorporation into all aspects of
American life; (3) supporting nltcrnatlve lifestyles; and (4) encourag-
ing multiple language facility (aactE, 1974). These are but a few of
the many current definitions the concept of multicultural education.
Toward the late 1960 's, numerous educators and social scientists
began to adopt and support asppots of multicultural education. In some
cases-, they advocated large-scu Ic changes in institutions of public edu-
cation in order that the needn of non-white communities could be met
(Stent, Hazard and Rivlin, 19/ I; 30 ). Many others advocated only the
inclusion of materials from or nbout other cultural and racial groups
into existing school programs (Hanks and Joyce, 1971).
In the early 1970’ s primarily under the political leadership of
Congressman Roman Pucinski, H'm 1 1 Icultural education began to be mandat-
ed in governmental legislation In states and in the U. S. Congress,
which appropriated funds for i1,|b purpose in education (U. S. Congress,
1972:2530-2535; Federal Regis | nr, vol. 39, No. 242:43566; Massachusetts
General Laws
,
1971). ConcurrpuLly
,
national organizations of educators
also adopted and supported vai luus aspects of multicultural education
(AACTE, 1974; Brown, 1974).
6These new emphases in multicultural education, partly the result
of the desire of white ethnic groups for recognition, have culminated in
increased efforts on the part of school systems to include educational
experiences concerning race, ethnicity, and culture; and to improve
human and intergroup relations in schools. A 1975 survey reported that
288 of the nation’s 715 public school districts had made attempts to im-
plement multicultural education in some form (Rivlin, 1976:6-12). The
most prevalent forms were minority ethnic studies curricula, human rela-
tions training for teachers, and training in multicultural education for
teachers (Rivlin, 1976:6-12).
Background to the Problem
/The problem addressed in this dissertation study is the attempt of
a Teacher Corps Project at the University of Massachusetts to implement
multicultural curricula in an urban high school. Teacher Corps, funded
by the U. S. Office of Education under the Elementary and Secondary
Education Act, is one of many federal education programs Incorporating
the requirements of the new legislation and regulations supporting mul-
ticultural education, the historical development of which was briefly
outlined in the previous introduction section.
The broad purpose of the Teacher Corps Project was to prepare the
high school site staff and the organization itself for the development
and implementation of innovative school programs for potential incorpo-
ration in a new flexible-spaced high school facility when it opened in
late 1978. The grant called for the University to provide needs-based
training for teachers in alternative education, collaborative processes
7for tho development of alternative programs In the school, structures
and processes for community Involvement, and techniques and procedures
for facilitating the change process. Reciprocally, the school system
was to provide administrative support, facilitation of community Involve-
ment In all aspects of the Project, and collaborative Involvement In all
project activity.
Multicultural education became one of the many project approaches
partly because "multicultural considerations" was incorporated as a re-
quirement for the receipt of Teacher Corps funds and partly because of
the educational orientation and commitments of members of the university
staff
.
The major objectives the project sought to achieve during its first
year were: (1) the development of needs-based programs in the school*
(-2) educating and involving parents and other members of the community
in the school j (3) increasing the school’s problem-solving capacities;
and (4) improving the teachers’ array of teaching skills effective for
the school’s student population. Complementary goals related to multi-
cultural education were: (1) assisting the continued development of the
school's bilingual program; (2) assisting teachers in discerning and re-
moving racism from the various aspects of the school; (3) seeking the
inclusion of appropriate racial, cultural and ethnic content in existing
academic courses; and (4) improving the involvement of non-white parents
in the school.
In studying the high school, several institutional characteristics
were revealed. Many teachers were unable to effectively cope with stu-
dents who were culturally and socially different; in fact, they appeared
8to hold many monocultural beliefs and exhibited overtly racist and dis-
criminatory behavior. Moreover, teachers for the most part had no know-
ledge or relationship to the communities they served, and rarely inter-
acted with each other on educational issues. Finally, there was an in-
significant number of educational experiences in the school related to
the lives, interests and needs of non-white students and other largely
impoverished groups of students, and there existed significantly higher
drop-out and suspension rates among Black and Hispanic American students.
A number of specific strategies were selected to resolve these pro-
blems. First of all, certain aspects of the inservice program were de-
signed to involve teachers in developing and experimenting with a varie-
ty of teaching styles, assessing and matching teachers approaches to
student learning styles, and using various methods of classroom and cur-
ricular organization. Secondly, other aspects of the inservice program
were designed to assist teachers in developing curriculum materials more
appropriate to the characteristics and backgrounds of the students.
Thirdly, modest efforts were made through the inservice program to
assist teachers in understanding, observing, and eliminating the manifes-
tations of racism in the school. Finally, new vehicles of communication
and interaction among teachers, administrators, and members of the com-
munity were developed.
At the end of the first year the following accomplishments could be
cited; (1) new approaches to curriculum areas, new classroom interac-
tion strategies and alternative curriculum components had been developed
and implemented; (2) teachers had become involved in a number of colla-
borative efforts and interactions on educational issues; (3) a group of
9parents, teachers and students had worked together in designing parent
involvement pland for the school; and (A) assistance was provided to the
bilingual program.
The following objectives were not achieved: (1) none of the teach-
ers had visibly involved themselves in attempts to assess the manifesta-
tions of racism in the school (most teachers questioned did not believe
such problems existed)
; (_2) most new programs developed by the Teacher
Corps Project and participating teachers were not implemented because
the principal contended that it was not possible to schedule the pro-
grams in the form in which they were proposed; (3) no multicultural cur-
riculum units were developed by teachers; and (4) the new parent involve-
ment plans were not Implemented due to bureaucratic delay.
I selected the project as a dissertation field study largely because
of certain developments between the first and second years of the project.
When the project adopted a modified "systems approach" to change at the
beginning of the second year, it also increased its commitment to imple-
menting multicultural education in the school. The ensuing sequence of
events indicated to me that a documentation and analysis of the imple-
mentation process could potentially make an important contribution to an
improved understanding of the concept of multicultural education and the
process of multicultural curriculum change in public schools.
Reconceptualization of the Teacher Corps Project . The general approach
to change that the project employed during its first year can best be
characterized as a gradual process of assessing and responding to sys-
tem needs as defined by the school system and its members and establish-
10
Ing creditable compatibility between the project and school staffs. The
lack of clear movement toward organizational change forced the project
staff to rc-examlne the school system and the roles of the project more
carefully. Upon such analysis, a number of conclusions were drawn by
the project staff. First, it appeared that the school system had his-
torically adopted many innovations in name and form but not in substance.
Few discernable Improvements could be delineated that correspond to pub-
lic descriptions of the innovations and that resulted in significantly
improving student learning. Secondly, new programs in the system seemed
to be continued or discontinued on criteria other than educational ef-
fectiveness. Thirdly, it became clear that the project staff had no
direct access to decision-makers, decision-making processes about inno-
vations, or information about decision-making beyond the principal. De- •
cisions on proposals submitted by the project and teachers were often
made without information or input from either project staff or the
teachers involved. Finally, it was realized that the project staff’s
desire to establish rapport, compatibility, and closeness with school
personnel and community and to move at a pace amenable to these con-
stituencies prevented them from issuing any significant challenges to
the system.
Based on this retrospective analysis, new strategies were develop-
ed, It was decided that all new proposals for change in the school
would be clearly needs-based and that they would seek to replace or al-
ter discernable structural features of the school that were either deem-
ed to be dysfunctional or that blocked or prevented innovation and ex-
ploration. All parties affected by or involved with a particular pro-
11
posal would be provided avenues of input in decision-making. It was
also decided that structural features of the school important to changes
sought would be defined through in-school observational research. Con-
stant and open dialogue on change Issues with project participants would
be considered an Important aspect of our new approaches. Finally, part
of the project staff's new role in the school and school system would
include exposure and questioning of the system's values and structures,
openly and clearly stating their own goals and values, and by-passing
or challenging system innovation procedures when such an act is appro-
priate for achieving critical goals.
As a consequence of this assessment, the following four new project
goals were formulated to guide the staff’s use of new strategies and to
serve as a basis for project evaluation: (.1) develop and implement five
new alternative programs in the school; (2) develop and implement a
strong multicultural thrust including an inservice component, the devel-
opment of new programs and curricula, and research and intervention in
the school's racial characteristics and practices; (3) develop and im-
plement a new decision-making mechanism to make decision-making more
public, monitor the principal's decisions, and structure the involvement
and input of all groups represented in the school and the proposal de-
velopers; and (4) develop and implement parent and community involvement
plans that will consist of small, focused programs that require admini-
strative clearance only at the school building level. This is the con-
text in which the second and third year of the project took place — the
years upon which this study is focused.
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State of the Problem
Many social scientists and educators have described American iMihUc
schools as racist and class-biased institutions. Wilson (1974) ami
Wilkerson (1970), in separate works have delineated some of the rm-|„t
and class-biased characteristics of schools that demonstrate the plight
of non-white and other largely poor groups of students. These charm'.-
teristics include: segregative organizations, discriminatory hiring
practices, the use of biased curricula, materials, and instructional pro-
cedures; the predominance of custodial over instructional emphases,
lowered teacher expectations, and the separation and alienation of i he
community from the school.
Multicultural education has been advanced as one comprehensive so-/•
lution to these problems. The dominant emphases in current multicultu-
ral education frameworks and programs are those promulgated by Fedtual
educational agencies and professional educational organizations. These
emphases generally do not include elements that may lead to achieving
4
the programmatic and structural changes necessary for the elimination of
the many aspects of racism and class-bias in school programs, currlenla
and instruction. Nor are they likely to lead to the implementation of
meaningful and long-lasting changes in schools that can be reflectiMl tn
the academic, intellectual, social and decision-making development of
students.
In addition, though much work has been done in developing concep-
tions and curricula in multicultural education, what is lacking arc
site-specific, in-depth studies of the implementation of raulticultm a
L
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education programs. Multicultural education is a significantly different
change from usual topics of change studies, i.e., a new reading program,
flexible scheduling, individualized curricula, etc.; and is not merely
a technical alteration. Multicultural education is also quite broad in
the range and degree of changes sought and the many normalized American
values and social arrangements it challenges.
These problems have made themselves apparent in the city in which
the present study takes place and specifically, the high school under
study. Students in secondary schools in the system under study are se-
gregated through ability grouping in which Black and Hispanic students
disproportionately populate the two lower tracks. The school system
has hired disproportionately fewer Black and Hispanic teachers, no Black
or Hispanic principals or assistant principals, and only one specially
funded Black administrator in the school system's central office.
The school system has never undertaken an assessment of bias pre-
sent in its curriculum materials and has no policy on racial or ethnic
requirements for purchasing new materials. Several students and teach-
ers have formally and informally complained about racial bias and
omissions in curriculum materials but no action or response has been ob-
3
tained from the administration or school board.
Drop-out, suspension, and transfer rates are disproportionately
higher for Black and Hispanic students than they are for Whites. No
avenues of redress or examination exists for these issues inasmuch as
3. From a conversation with the school system's only Black administra-
tor, the School-Community Liaison, April, 1976.
lA
Black student organizations seem to be largely discouraged and the only
official arm of redress is through the School-Community Liaison Worker
who must serve the entire school system of five high schools, nine
junior high schools, and fifteen elementary schools.
Most community organizations serving the site school's attendance
area indicated to the Teacher Corps Project staff at the beginning of
the project that they, and their clientele, were largely frustrated in
their attempts to effectively interact and communicate with the school.
This held true for Black, Hispanic, and White organizations. In our
early attempt to locate non-white parents for involvement in the project,
the staff constantly encountered individuals who had made numerous
fruitless attempts to involve themselves with the school in the past and
who felt powerless to achieve any kind of meaningful relationship to the
school.
Finally, multicultural presence in the school's curricula was
seriously limited. Many teachers felt that isolated materials or spe-
cial lessons or units had adequately addressed the issues of multicul-
tural education. For social studies teachers this usually meant either
a textbook chapter on the Civil Rights movement or the unit at the end
of the school year on Black American history. For language arts teach-
ers this often amounted to the use of a single novel by a Black American
or their literary anthology containing five poems and two short stories
by Black Americans. Teachers and administrators were generally unac-
quainted with the cultures and histories of non-white groups, as well
as white ethnic groups.
15
This multiplicity of concerns on both a general national level and
in the site school system constitute the problem to be addressed by the
present study.
Purpose of the Study
The study contained in these pages focuses on two aspects of the
problem statement described in the previous section: the issue of mul-
ticultural curriculum development and the issue of multicultural curri-
culum change. The purpose of this study is to document and analyze at-
tempts to develop and implement multicultural concepts and perspectives
in two programs at the site school; (1) a "Bilingual Foxfire Program"
and (2) a United States history course.
Both, attempts derived their impetus and particular characteristics
from the same theoretical framework, but were tried in different parts
of the school’s organizational structure. The Bilingual Foxfire Program
was developed and implemented in a supplemental, state-mandated bilin-
gual program (Massachusetts Education Codes, 1972). The multicultural
U, S. history course was developed and implemented as an alternative to
the school’s regular U. S. history courses and to meet the state require-
ments for U. S. history courses (Massachusetts Chapter 71, 1948).
The study seeks to answer questions related to the issue of multi-
cultural curriculum change in an urban high school, as well as general
issues of multicultural curriculum change as they affect those who con-
ceptualize multicultural education and practitioners of multicultural
curriculum change.
16
n.^complish the purpose of the study, a systems approach to
£‘ wilt be employed for analytical purposes. The systems approach
to chan,.,, treats schools and other institutions as social systems. From
pcinpoctive of this approach, contemporary problems in education are
much to defects in teachers and students, but to defects in
I nial, behavioral and cultural configurations of educational
institnl Ions (Sarason, 1971). A systems approach posits that few signi-
• l<»nglasting changes can take place in schools unless there are
appropi Into alterations in the schools’ structural, cultural and behav-
ioral <-liniacteristics (_Sarason, 1971;3). Effective strategies for
achievin,, change in schools must, therefore, include efforts to discern
their mi inctural and behavioral characteristics relevant to the changes
sought Mild to challenge and change them where necessary, while incorpo-
rating iiioLliods to challenge and change the values and behaviors of the
indivldiiM
I s and groups who comprise the school population (Wolf and
Miller, 1977:120.-142),
Quest! (HIM to be addressed
. Based on the sj^stems approach, a series of
research cpiestions were formulated to focus and guide the study. One
primary (piostion deals with the issue of multicultural curriculum change
in the nltc school under study:
WliMl fu*e the structural, behavioral and cultural characteristics
of I lu' school and the school system that (.1) impede and (2) al-
low (,)• assist the implementation of multicultural curriculum
CllMII},,,?
A relaUnl subsidiary question is:
WIml curricular changes in the school are necessary to foster
tl'o ahLlity of students to critically analyze and to make in-
17
issiefi^theirlchf P-^oblems andsues in ir s hool, community and the nation?
The particular relevance of this question to n,y study should become
clear when I describe my "transformist" conception of multicultural ed-
ucation in Chapter II
Two other research questions deal with the implications of the
study;
How, under what conditions, and to what extent can change a-gents in collaboration with school personnel develop and imple-
ment multicultural education programs in a school that effec-tively address the major social problems of American society?
What conceptions of multicultural education can be successfullyimplemented in public school curricula?
These four questions will be used to determine and guide data or-
ganization and analysis. Though these may not be the only questions ad-
dressed by the data collected and analyzed, they do define the primary
purpose and scope of the present study.
Significance of the Study
The significance of this study lies largely in its exploration of
a large void in the field of multicultural education. In the vast body
of literature related to multicultural education, very few studies of
the process of implementing multicultural education have been conducted.
Although models for implementing multicultural curricula have been de-
veloped (Aragon, 1968; Sizemore, 1972; and Pasternak, 1977), most do
not deal with the institutional or programmatic changes indicated by
the concept of multicultural education.
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In addition, most well-publicized conceptions of multicultural edu-
cation have tended to emphasize those aspects that do not involve the
types of organizational and programmatic changes assumed to be necessary
in this study to develop instructional programs, learning environments,
power relationships and policies that can provide significant and rele-
vant learning experiences for students and significantly increase the
influence and involvement of non-white parents and community members.
This study begins with a conception of multicultural education that
assumes that multicultural curricula necessitates particular organiza-
tional and policy changes in schools to be effective (Stent, Hazard,
1973) and that multicultural content requires fundamental dif-
ferences in teaching approaches (Cuban, 1972)
.
Finally, this exploratory study of two attempts at implementing
this conception of multicultural education was conducted utilizing a
systems approach to change. This coupling should reveal the unique
nature of a change effort involving multicultural education and begin
the process of delineating and analyzing the structural, cultural and
behavioral dimensions of schools that are involved. This study, then,
begins to provide data to answer important questions about changing
schools to implement multicultural education.
Definition of Terms
Throughout the text of this dissertation, I will be utilizing
several specialized terms and concepts particular to the broad fields
of multicultural education and educational change. Because the reader
may be unfamiliar with many of these, I am listing and defining some
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of the more important and frequently used of these specialized terms and
concepts to facilitate comprehension.
.^
lo-conformity
- The enforcement of a set of cultural values and
behaviors derived from the merger of Anglo-Saxon culture and the impera-
tives of a capitalistic industrialism through American economic, politi-
cal, and social institutions.
j^havioral regularities — The characteristics and recurring pat-
terns of individual and group behavior within institutions, organizations
and systems (Sarason, 1971).
Cultural pluralism A state of equitable co-existence and mutual
development of ethnic and racial groups occupying the same national
boundaries.
Curriculum All of the intended and unintended learnings that
occur in an educational situation.
Curricular change The establishment of new courses, new content
emphases, and other planned activities in a school's instructional pro-
gram; and the development of a particular quality of climate in academic
departments and in all courses.
Dialogical — An approach to learning and social action that weds
these activities in the necessity of collectivity among individuals
seeking to name and analyze the problems of their social world and to
transform the social, economic and political environment to conform to
standards of democracy and human dignity. Through reflection and ac-
tion, individuals come to see themselves as actors in the world and not
as passive recipients of fate or others' definitions of reality (Freire,
1970)
.
20
Ethnic Studies — A program of Instruction to enable students to
derive valid genrallzatlons about the characteristics of all of
*
America's ethnic groups and to learn how they are alike and different,
in both their past and present experiences (Banks, 1975)
.
Ethnocentrism — A satisfaction with, preference for, and belief in
the rightness and unique value of one's own ethnic group accompanied by
a belief In the superiority of one's own group over others, judging
other ethnic groups by the standards of one's own group, and having hos-
tile attitudes toward other groups (Williams, 1972).
I^eaming Styles — The characteristic modes, environments, motiva-
tional stimuli, and value forces that maximize the learning of an indi-
vidual. Recent research suggest that learning styles may be signifi-
cantly influenced by culture.
Monoculturalism — This is an exaggerated form of an aspect of
ethnocentrism in which the individual views the values, beliefs and be—
^eviors of his/her own group as the only rational and legitimate culture
and judges other individuals and cultures from this position.
Mutual adaptation — A process in which both a proposed change in
an institution and the institution or system itself change to accommo-
date each other in the implementation process (Mann, 1975)
.
Programmatic regularities — The characteristic and recurring pat-
terns and programs of activity and organization of an institution or
social system (Sarason, 1971).
Social literacy — Social literacy is the ability to examine, name
and analyze problems confronted in the socio-political arena and to de-
termine rational methods for meeting, addressing and solving the prob-
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lems (Alschler et. al, 1976^ n *-; . bocial literacy represents the goal of
Friere’s dialogical approach to education.
S^tems approach to cl^c ~ These are approaches developed from
systemic theories In the social sciences which assume that; (1) All of
the various parts and characteristics of a social system are highly in-
terdependent and impinge upon one another; (2) any disturbance or altera-
tion of a part, sub-part or characteristic of a system causes distur-
bances or reactions or alterations in other parts, sub-parts and charac-
teristics; and (3) any social system tends toward equilibrium in that
It handles disturbances by attempting to return to its previous confi-
gurations through additional alteration, incorporation, rejection or
other means, though this is not always the case. Consequently, a sys-
tems .approach to change must operate with the understanding that the
creation of a change in one part or aspect of a system or institution
generally necessitates changing yet other aspects or parts of the sys-
tem to insure the success of the change.
Delimitations of the Study
This study exists within several delimitations that should be
understood by the reader. First of all, this study is exploratory in
nature. Because it is exploratory, the study begins with fairly broad
and tentative questions that are designed to guide the collection and
analysis of data to raise more specific, exact and detailed questions.
In addition, the study’s exploratory nature means that it seeks to
name issues that are important in implementing multicultural curricu-
lum in public schools rather than resolving issues that have already
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been named.
Secondly, data collection concerning student growth and achievement
was not conducted as systematically as possible. This was an omission
in planning the study that became more important in retrospect given the
turn of events in the process of implementation. Some of these events,
more political in nature, forced the issue of measuring student achieve-
ment and growth into the background. However, meticulous recordkeeping
and retrospective interviewing assisted in partially recouping this loss.
Thirdly, certain unforeseen difficulties arose that prevented ade-
quate testing of implemented programs. In both programs, one teacher’s
inability to cope with discipline problems severely altered the intended
learning environment and prevented testing some aspects of the framework
that these programs were based on, as well as the implemented programs
themselves
.
Fourth, because this study focuses as much on the process of imple-
mentation as it does on Implemented change, it was subject to the poli-
tical constraints of the study^s site situation as much as it was to
factors of the design. While political events and constraints consti-
tute some aspects of the total study, they place limitations on other
aspects of the study. One important limitation is that, because I was
a participant in the implementation process, as it unfolded, political
events prevented access to some of the school personnel involved and
violated the reliability of the data obtained from some school and school
system decision-makers. Therefore, a clear and accurate reading of the
attitudes and opinions of opponents to the program became impossible.
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Finally, this study took place in a single school site and involved
a limited number of even that school’s permanent staff. This, of course,
has placed some limitations on the generalizability of the findings ob-
tained in the study. Specifically, the case-specific conclusions of this
study are probably only generalizable to other urban, secondary schools
with characteristics similar to the site school. The burden of demon-
strating the generalizability of such conclusions resides in the study’s
ability to isolate those generalizable characteristics of urban, secon-
dary school settings.
Chapter Outline
The remainder of the dissertation consists of a review of related
literature, documentation and analysis of the two case studies, conclu-
sions of the study, and recommendations for action and further research.
To provide the reader with an overview of the dissertation, I have in-
cluded below a brief summary of each subsequent chapter.
Chapter II, the Review of the Literature, begins with a summary
analysis of American society, schools, racial and ethnic relations
based on the revisionist assumption that social and educational problems
related to race, ethnicity and social class are, at their root, problems
of the structure of American society, institutions and dominant American
values. It then goes on to delineate and analyze recent developments in
the area of multicultural education, examines curriculum designs and
teaching approaches advanced in recent years for multicultural education,
and describes approaches concerned with the implementation of multicul-
tural curricula in American public schools.
Chapter III begins with a description of my approach to two case
studies, including the methodology and data organization used. The do-
cumentation of each case study follows. The documentation consists of
the chronological events and activities of the two attempts at implemen-
tating multicultural curricula, including descriptions of programs and
curriculum designs, personnel involved, and the progress of the programs
in process. Also included are descriptions of student learnings and re-
actions, and of teacher activities and reactions to their own involvement.
Chapter IV consists of analyses of the two efforts at multicultural
curriculum change according to a systems approach to change and the the-
o^^tical framework for multicultural education described in Chapter II.
The conclusions from these analyses are organized in two sections; Im-
plications for Practitioners of Multicultural Curriculum Change and Im-
plications for Conceptions of Multicultural Education.
Chapter V, the final chapter, contains a set of recommendations for
further research. Many of these recommendations are concerned with re-
search about implementing multicultural curricula in schools. Other re-
commendations are concerned with further research needed in the nature,
conception and practice of multicultural education.
CHAPTER II
REVIEW OF RELATED LITERATURE
The review of the literature to be conducted in this chapter will
be aimed toward developing a contemporary context for the study of the
implementation of multicultural curricula. To accomplish this task, the
review will: (1) delineate the revisionist social, political, economic
and cultural assumptions concerning American society and schools that de-
rive from social science research and analyses on which the views of mul-
ticultural education described in this document are based; (2) review
and analyze recent developments in multicultural education; (3) examine
multicultural curriculum designs and teaching approaches; (4) describe
various approaches that have been used to implement multicultural curri-
culum in American public schools; and (5) delineate the "transformist”
conception of multicultural education which influences this study.
Analyses of American Society and Schoo ls
In this section of the review of the literature, some findings and
conclusions of revisionist social science research and analyses concern-
ing American society, schools, race and ethnicity relevant to multicul-
tural education will be examined. The revisionist findings and conclu-
sions that will be discussed grow from a particular set of assumptions
about society that I hold. As stated by Williem E. Connelly (1974),
these assumptions lie within the "conflict perspective" on social struc-
ture and politics which can be summarized as follows:
1. Human beings have certain "needs" that can be fulfil-
led through social life, but that are in fact often
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frustrated by the constraints of
and political power.
m)cial organization
2
. Simmering beneath the surface of officially sanctlon-
f T <=°"fllcts of Inlorcst among varioussegments of society and each "putty" or unit of
society, and each "party" or uni i „f society Is ade-quately understood only when Its basic Interests aregrasped. Thos participants who do „ot perceive that
^at IS to be in the Interest of one unit Is often tothe disadvantage of others have not attained true
consciousness
.
3. Given prevailing socialization processes and the pow-
er resources accruing to those in privileged posi-
tions, elites act more at the exp.-nse of subordinates
than on their behalf. The intero.nts of the under
classes are often sacrificed to the interests (or atleast the desires) of the upper classes.
4. Coercion, the threat of coercion, and manipulation
are important instruments by which overt conflict is
minimized. The reduction of inc(|ualities protected
by these instruments requires efforts by the under
classes and their allies to increase the scope and
intensity of overt social conflict. (1974;49).
Stated in terms specific to this review, I shall first examine social
science findings and conclusions that demonstrate that racism, class-
bias and poverty in the United States is not a ^!imple question of indi-
vidual and group prejudices, but rather are part and consequence of
’social and economic structures and a cultural orientation that "....
predictably and systematically oppress Blacks, Chicanos, Puerto Ricans,
Native Americans and the poor ('generally)” (Stt'ut, Hazard and Rivlin,
1973:20), Secondly, I shall examine social scimice findings and con-
clusions that demonstrate that the problems of race, ethnicity, class
and poverty in American society cannot be effectively resolved except
through extensive social structural, economic, institutional, and
cultural change. Thirdly, the characteristics of bureaucratic hierar-
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chy. racism and class-bias are Inherent and Inte,
, features of
American social, political and economic structuree
„nd Institutions.
Economic Inequality is an Inherent structural feature of the
American economy and does not derive from indlvld,.„| differences in
skills and competencies. Permanent economic lneq„„||ty is a requisite
for the exlstance of a capitalist economy. While
, ,,e existence of sig-
nificant individual differences in skills and com,,,.,
^.naies is not denied
these differences are not the critical determlna.ii
, economic class
positions. Rather, economic position is determinu.i i,y
inter-generational perpetuation of class position
( rU)wles and Gintis
1976)
.
Income differentials by race have always been nn obvious feature
of American society CVictor Perlo, 1975:27-54). Wi,,, the exception of
Asian-Americans, average per capita income of non- whites in nearly 50
percent below that of White Anglos (Perlo, 1975). Illustrative of this
point is that in the 196Q’s a great deal of atteni h,u was paid to the
apparent lessening of the economic disparities beh,„,pj^ Black and White
Americans. Though a lessening in this disparity il|,| occur, these minor
changes occurred during a period of high economic ^ owth and expansion
(Bowles and Gintis, 1976; and Perlo, 1975:54), As ii,e nation entered
recession in the early 1970 ’s, Income and general i^wonomic disparity
increased toward levels of existing prior to 1960 (I'orlo, 1975:54).
Generally, economic inequality is transmit teil neross generations.
Group income differentials do not change with incrp.^sing levels of edu-
cation for non-white ethnic groups (U, S, Census, l'171). Economic suc-
cess, or a lack of it, tends to run in families iiulwpendent of the pos-
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slble inheritance of IQ and ability (Bowles and Gintis, 1976:121).
There are numerous factors that influence this fact. Property, business
and financial connections, length of school attendance, and attitudes
and values toward work and power within the work force are class and
race-determined and transmitted through the family's position in the
economic structure. These facts indicate that there exists a strong so-
cial structural basis for the intergenerational transmission of economic
inequality.
Economic inequality and its intergenerational transmission are also
related to the types of employment historically available to non-whites.
Non-white groups in the United States have traditionally occupied lower-
income positions with less opportunity for advancement or wage improve-
ment (Perlo, 1975; Bowles and Gintis, 1976), Secondary employment is the
lot of most non—white groups in the United States. Secondary employment
in the employment sector is characterized by low wages, great employment
instability, high worker turnover and little unionization. Jobs in this
sector generally tend to have a few job ladders and very little chance
for promotion.
Non-whites
—
particularly Blacks, Chicanos, Puerto Ricans and Native
Americans—have also been disproportionately represented among the ranks
of the unemployed, historically. Official statistics demonstrate that
over the past quarter-century the rate of unemployment among Blacks (as
a representative and the largest non-white group) has generally been
twice that among Whites (United States Bureau of Labor Statistics, 1973).
These rates are roughly the same for Chicanos and are somewhat higher
for Puerto Ricans and Native Americans. The increasing automation of
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the American economy and the lack of opportunities for non-whites to pre-
pare for technical occupations is another factor in this trend
(Christoffel, 1968:335; Wilhelm, 1967:148).
Another traditional characteristic of the capitalist economy is
that among those non-whites who are employed beyond secondary employment
positions there exist other forms of discrimination in employment and
wages. According to Perlo (1975:69), the primary forms of discrimination
in employment and wages at this level are
Cl) Differences in the kinds of jobs available to white and
Blacks (and other minorities)
,
including differences in the pos-
of promotion to better jobs; (2) differences in pay for
the same kinds of work; (3) differences in access to any kind of
work, that is, in unemployment; (4) differences in ownership of
property and in the receipt of property income.
fhore are yet other factors involved in economic inequality and its
intergenerational transmission. Labor unions, which began as an attempt
by workers to democratize the economy, have participated heavily in the
establishment and perpetuation of economic racism and class—bias (Landau
and Jacobs, 1976) . Job shortages became an early structural aspect of
the United States industrial economy. With the legacy of slavery,
Chicano and Native American caste, and Carribean, Pacific and Asian im-
perialism and colonialism; a tremendous amount of anti-Black, anti-Asian
and general anti-non-white and anti-immigrant feelings and practices
easily developed within labor organizations (Hill, 1967:324). These
feelings and practices were encouraged and accompanied by Samuel Gompers
and the American Federation of Labor’s frequent and strong expressions
of Anglo-Saxon superiority over European and Asian immigrants (Hill,
1967:324; Jacobs, Landau and Pell, 1976). Blacks, Chicanos and Native
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Americans had already been automatically excluded from labor unions
based on the established "fact" of their inferiority.
The combination of factors presented constitute the primary struc-
tural features of the capitalist economy of the United States that dis-
criminate on the basis of race and class. Within the economic system
there exists a sub-category of workers and unemployed who are (1) super-
exploited and (2) dually oppressed by social class and racial status.
These people are Black, Puerto Rican, Chicano, Aslan-American and Native
American men and women.
The social structure of the United States operates in complicity
with the economic system. They are mutually supportive. Though there
is some mobility between classes, median family integenerational ad-
vancement is negligible (Bowles and Gintis, 1976). According to Bowles
and Gintis, the complicity of the social and economic structures lies in
the role of public, private and economic institutions’ "reproduction of
the social relations of production" (1976). Public institutions, includ-
ing schools, serve to perpetuate the social relationships of economic
life (Bowles and Gintis, 1976:11).
An important aspect of United States social structure is its formal-
ly democratic political system. Though the democratic political system
formally presents itself as an egalitarian representation of the people,
and formally supports the democratic and egalitarian norms of equality,
justice, responsibility and reciprocity (Bowles and Gintis, 1976:54); in
its interactions with the economic system and its industrialized values,
it takes on the characteristics of hierarchical control and class stra-
tification (Bowles and Gintis, 1976; Wilhelm, 1970; Perlo, 1975; and
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Katz, 1971; an and Carmichael and Hamilton, 1967).
Due to its centralization and concentration of power within parti-
cular social classes, bureaucratic institutions effectively prevent ac-
cess and influence by the working classes, as well as by the poor and
non-white (Bowles and Gintis, 1976; Carmichael and Hamilton, 1967; and
Hamilton, 1970).
The purposes of the conscious, as well as the unwitting, architects
of American bureaucracy were the preservation of class, economic and po-
litical advantages that, for some, were remnants of pre-industrial agri-
cultural feudalism, and for others, the newly obtained advantages of
early business, industrial and political activities during the height of
American growth and expansion. An equally powerful and related purpose
for the development of United States bureaucracy was the middle and
upper class assumption that the lower classes
,
immigrants and non-white
groups (particularly Blacks) were cultureless, disorganized and a threat
to "American social and political freedoms" (Bowles and Gintis, 1976;
Gibson, 1976; Katz, 1971).
The masses of people—workers, immigrants. Third World groups—have
historically exhibited strivings that represent the potential for social
change (Bowles and Gintis, 1976). This is the heart of the United
States concern for developing particular modes of social organization.
"The importance of organization derived from its mediating position be-
tween social structure and social change that tipped the scales to the
side of social control and against social change" (Katz, 1971).
Ethnicity interacts recognizably with social class as defined by
income and occupation (Glazer and Moynihan, 1970; Gordon, 1964; and
Simpson
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and Yinger. The relationship of ethnicity to social class does not
consist of caste-like distinctions or assignments. Rather, the •
relationship has to do with the concentrations of large percentages
of persons from particular racial and ethnic groups at specific in-
come levels and in particular occupational statuses (Kitano, 1976;
Gambino, 1974; Glazer and Moynihan, 1970; Gossett, 1965; Lopata, 1976;
and Suzuki, 1977).
Evidence exists that each ethnic and racial group occupies a speci-
fic position in the class, economic and political structures of the
United States (Glazer and Moynihan, 1970; Lopata, 1976). The tradition-
al explanation is that the current socio-economic status of each
American ethnic group was determined by the time period in which the
bulk of each group entered an expanding or stabilizing American economy.
However, there is much evidence that demonstrates the importance of cul-
tural factors and discrimination against racial and ethnic groups. We
have already cited much of the evidence concerning institutional forms
of discrimination in the first section of this chapter.
The racism and discrimination that non-white groups have always ex-
perienced in American society have also affected some white ethnic
groups, albeit to a lesser extent. An important aspect of generalized
white racism in the United States has historically been sentiments and
doctrines of Aryan/Anglo superiority (Gossett, 1965). These sentiments
of white Western European superiority over all other people have periodi-
cally flared up into "nativistic" movements generally aimed at ending
non-Aryan, non-Anglo influx into the nation and their influence on its
life and Institutions. Jews, Czechs, Poles, Russians, Hungarians,
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Lithuanians and Italians are the major Southern and Eastern European
groups Who arrived in the United States during the two major immigration
perlods-1880-1920's and 1945-1955 (Banks, 1975:201-202; Krlckus, 1977:
71) . The larger number of these ethnic groups were poor and Catholic
(Krickus, 1917:70). The remainder were also largely poor. Many were
Jews, and a significant number were Protestants and "free thinkers"
(Krickus, 1977:70). Finally, in any discussion of prejudices and racism
toward European immigrants, those groups that stand out as recipients are
Iri sh-Americans
,
Italian—Americans and Jews.
On their arrival and throughout most of the present century, these
immigrant groups were victimized by racists and bigots "....propounding
pseudo-scientific theories of Aryan superiority" (Krickus, 1977:72). It
was also claimed by some that these immigrants were intellectually in-
ferior and "dimwitted carriers of alien religions, cultures and political
ideas" that were "polluting the nation’s Aryan bloodstream" (Krickus,
1977:73). Thomas Gossett (1963) traces the intellectual history of
racism and ’ Anglo-conformity" in the United States from its European
origins through the present age, including its representation in the
thought of many of our national heroes and statemen—and some manor
spokespersons for the poor immigrants and non-whites. These nativist
beliefs often resulted in severe employment and housing discrimination
and sometimes erupted into violence
—
particularly against Italians and
Jews (Banks, 1975:193-202). Many of these prejudices and negative
stereotypes continue to exist to the present day.
Social scientists have also found indications that cultural fac-
tors may play an important role in the treatment received by American
racial groups and In Interactions between racial and ethnic groups.
Many wrlters-from Horace Kallen (1956) to Seymour Itzkoff (1969). Milton
Gordon (1964), Charles V. Hamilton (1971) and others-have cited Anglo-
American or Anglo-Saxon ideals and values as those that are enforced by
United States economic and political Institutions. Samuel Bowles and
Herbert Grntrs (1976), as well as other writers, have named capitalistic
industrial values as those that are enforced by the society. Mildred
Dickeman (.1973) states that there Is an Ideal "cluster of soclo-cultural
traits involved.” This ideal directs that the individual be
inner-directed, individually responsible, morally upright,
rational and emotionally restrained, ambitious but socially un-
ostentatious, competitive, cleanly, prudent of time, money and
self.
To these values, Bowles and Gintis (1976:136-137) have added submission
to authority, non-aggressiveness, empathizing with others, deferring
ic3t ion and personal independence. These values constitute the
model against which tha cultures of races and nationalities are subtly
measured. And, Dickeman (1973:10) states: ”The greater deviance from
this ideal type on the part of (an) individual or group, the lower his
(her) or its rank in the American social hierarchy (parentheses mine)”.
Sociological events occur in the clash among cultural groups and in
thc.ir discrepancies from this ideal set of traits that influence, if not
determine, the social and economic positioning of the group, if not that
of each individual in the group. t
Significant anthropological evidence has been collected to support
these statements in reference to some white ethnic groups. For example.
many social scientists have noted that although Italian-Americans as a
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group have a slightly lower median level of educational attainment than
Irish-Americans, they have obtained a slightly higher median income
level (Gambino, 1973:73; and Perlo, 1975:A0). In addition, though many
of the same occupations and occupational levels have been open to
Italians and Irish, differential cultural characteristics may have come
into play in determining how the groups utilized these opportunities.
Concerning Italian-Americans, Gambino (1973:32) states that
Because of their general distaste for abstractions and abstract-ed values their ambivalent attitude toward formal schooling
and their desire to remain close to the family roots, ItaliL-Americans have gone into blue-collar rather than white-collar
work, and when they have gone into the latter, it is in areas
where the individual as such can exercise his (her) skills orjust plain labor,
Gambino further explains that the communal and family orientation of
Italian Americans often effectively prevents many from adopting the ag'
gressive individualism that may be required for feats like the all-con-
suming execution of an ambitious businessman. It might be well to note
here that this kind of aggressive individualism is an Anglo-American
characteristic (Dickeman, 1973).
On the other hand, Irish-Americans seem to have succeeded signifi-
cantly in banking, law, real estate, politics and construction—at least,
in New York City (Glazer and Moynihan, 1963:254-256). Many occupations
in these fields do require a high degree of individualism, aggressive-
ness, and a personal reorganization away from the family. However, the
principal Irish-American businesses in New York City still tend to be
family affairs to some extent—founded by working men and involving the
organization of mutual labor (Glazer and Moynihan, 1963).
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Non-white groups In the United States also exhibit significant cul-
tural characteristics that partially contribute to their present socio-
economic and political circumstances. Alfredo Castaneda and Manuel
Ramirez III (1972) have conducted education-related research on both the
psychology of learning as Influenced by culture and an anthropological
Investigation of family, individual psychology and culture of Chlcanos
in the southwestern United States. Among their conclusions is that psy-
chologically and sociologically speaking, chlcanos are largely "field-
dependent"—they are largely Interactive with and predominantly Influen-
ced by the surrounding human environment. They also concluded through
their studies that Anglo-Americans are largely "field-independent"
their dominant psycho-social pattern Is Individually determined, that an
abstracted, non-envlronmental orientation (in an Immediate sense) Is a
pre-eminent cultural characteristic. We have discussed earlier that the
social and economic structures of the nation largely require aggressive
individualism, personal independence and the tendency toward strong com-
If a dominant Chicano characteristic is family and communal
interdependence, it is readily discemable that Chicano culture is not
highly compatible with American industrial capitalism and its accompany-
ing cluster of Anglo-industrial values.
Very little reliable and specific research has been conducted on
Black Americans in regard to these cultural characteristics, except for
masses of research conducted in support of the deficit and culture of
poverty theories. However, the observations of some anthropologists
have confirmed the existence of certain specific Black American cultural
traits. Black Americans as a group tend to be more verbal and aurally
37
oriented, operate within relativistic conceptions of time and space
rather than a .ore strict time orientation,
.alntaln strong peer co^nu-
nal relationships, rely hecvily on improvisation and spontaneity in
creative expression and tend to respond to all situations simultaneously
on cognitive, affective and psychomotor levels (Gay, 1977:43, 55
;
Herskovitts, 1956; Smith, 1974; and Blauner, 1970:430-435). In addition,
Black Americans tend to be significantly more flamboyant in manner and
dress than most other groups of Americans. Aural/oral interaction styles
and patterns are often contradictory to the rationality, the written
tradition and the requirement for emotional restraint found in most
American work and schooling situations (Gay, 1977:55). Finally, Bowles
and Gintis (1976) have conducted research that demonstrates that schools
and industrial situations require rote, repetition, and predictability,
and consequently do not reward improvisation and spontaneity,
A great deal of research and speculation has been produced since
World War II concerning the cultural characteristics of Japanese
Americans. Unfortunately, much of both the research and the speculation
has been formed within the belief that Japanese Americans constitute a
"Model Minority" due to their successes in agriculture and sciences and
in business and their achievement of middle-class status beyond the ac-
complishments of other non-white groups. As we stated earlier, the
median income of Japanese Americans (slightly below white median income
levels) far exceeds that of other non-white groups. Yet, as Suzuki
(1977:154) states:
.... recent studies show that Japanese-American males may still
be earning less than their white counterparts who have the same
amount of schooling This may be explained in part by the
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^btle forms of discrimination and socialization which MainlandJapanese are subjected to in schooling and employment.
Japanese Americans have still suffered to date from the discrimination
and racism that has affected other non-white groups. It is possible,
then, that the "Model Minority" myth has been generated by Japanese-
American cultural characteristics as much as by actual economic success.
Most major writers on the topic agree that Japanese Americans as a
group generally exhibit these cultural characteristics: A high respect
for and obedience to authority, behavioral discipline and personal
achievement as a high value (Kitano, 1971:396). Japanese-American cul-
ture tends to develop non-assertiveness, non-aggression, personal humi-
lity and the suppression of anger. And finally, emotional restraint
and conflict avoidance obtain high priority (Kaneshige, 1973: AOS) and a
near-Protestant work ethic (Suzuki, 1977:153). It is clear that many of
these characteristics fall in fairly direct line with some mainstream
American cultural characteristics and values (Kitano, 1973).
However, Japanese-American cultural characteristics of reserve and
non-aggression work against greater advance in a capitalistic society as
we have previously described that of the United States. These charac-
teristics may account for the economic success that has been achieved
Only if seen in conjunction with the cultural emphases on personal a-
chievement, work and long-range goals—the last of which is not a pre-
dominant American trait. Further, the apparent value and cultural com-
patibility of Japanese Americans with middle class Anglo Americans is
largely the result of adaptive strategies chosen in the face of early
anti-Asian and nativist sentiments and activities combined in their
effect with the World War II detention program (Suzuki, 1977). In a
later work, Suzuki pursues the matter further.
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e it is true that some of these characteristics may be trac-
ed to traditional Asian cultural behavior patterns, these pat-
terns appear to have been significantly distorted by the effects
of racial discrimination and in the context of American society
can serve to keep Asian Americans in a subordinate position
(1979:10). ^
This viewpoint—while it acknowledges that one issue of multiculturalism
is cultural diversity denies that "....the culture of an ethnic group
plays the central role in determining the group’s relationships to the
larger society (Suzuki, 1979:8) and reinforces the importance of the
major concerns that led to the development of multicultural education
which are the many forms of racism, oppression and socio-economic in-
equality.
I have already noted that social institutions in American society
exist for the purposes of social control and to "reproduce the social
relations of production." I have also argued that the structures and
relationships of the economic system—hierarchical division and bureau-
cratic control—are reflected in the structures and relationships of
social institutions. Finally, I have contended that the dominant cul-
tural characteristics and values that contains racist elements. These
statements seem to apply equally to public schools as to oth^r social
institutions, as I shall attempt to show.
The structural organization of American public schools mirrors the
structures of public and private institutions in the economic sector.
As Bowles and Gintis (1976:12) state:
.... the relationships of authority and control between admin-
istrators and teachers, and teachers and students, students
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and students and students and their work replicate the hier-
archical division of labor which dominates the work place.
Power is organized along vertical lines of authority from* ad-
ministration to faculty to student body...
The structure of public schools thus assists the schools' task of "repro-
ducing the social relations of production." Bowles and Gintis (1976:11)
further contend that this structure creates and reinforces "....patterns
of social class, racial and sexual identification among students," fos-
ters types of "personal development compatible with the relationships
of dominance and subordinancy in the economic sphere."
Michael Katz (1971:108), in a discussion of public school bureau-
cracy, states that, "If order, efficiency and uniformity are preferred
to responsiveness, variety and flexibility, then, indeed, bureaucracy is
inevitable." However, as I stated earlier, bureaucracy became the medi-
ating force between social change and social control, tipping toward
social control. With the values of order, efficiency and uniformity
supported by bureaucracy, the schools operate as a "continual social
sorting device enabling well-to-do children to maintain or improve their
advantage while doing very little for the rest" (Katz, 1971:110; Spring,
1976). Obviously, this social sorting device is stacked heavily against
non-whites and not as heavily against the poor, generally, and the work-
ing classes (Bowles and Gintis, 1976; Hamilton, 1971; Katz, 1971; Riles,
1973).
Bureaucracy has an additional effect. It serves to maintain a
social and political distance between the centers of institutional power
in schools and the working classes, poor and non-white groups and effec-
tively blocks their access to and potential influence’ of the schools
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(Banks, 1975; Bowles and Gintis, 1976; Carmichael and Hamilton. 1967;
Dickeman, 1973; and Katz, 1971). The poor and working classes generally,
and non-white groups particularly, are not Involved In decisions con-
cerning the needs of their children and their communities (Riles, 1973:45).
School boards, administrators and teacher organizations collectively re-
such decisions for themselves.
The cultural environment of public schools grows from and supports
the organizational structures as well as reflecting the culture of the
dominant groups of Americans. The description of American cultural
characteristics and values that I have constructed in the preceding
pages is reflected in the school environment. Dickeman (1973:6) de-
scribes this culture as part of ".... an ethnocentric dedication to the
remodeling of citizens to conform to a single homogeneous acceptable
model." Bowles and Gintis (1976:131-141) have described the personality
(cultural) traits that are developed or reinforced by schools. They
correspond to what I previously described as the Anglo-industrial com-
plex of values and cultural characteristics.
The curriculum of public schools generally contains the values
that support the structure and culture of the institution, assists the
reproduction of the social relations of production, and carries out the
function of reflecting the dominant culture. The curriculum c£ public
schools contains teaching approaches that are authoritarian in nature
(Bowles and Gintis, 1976; Dickeman, 1973), that stultify* creativity,
personal development and creative thought (Friere, 1970:57-62; Bowles
and Gintis, 1976:131-141). The teaching approaches most often used in
schools also correspond primarily to the cultural values and learning
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style preferences of Anglo-lndustrlallsm and, consequently, run counter
to the value and learning style preference of other cultural groups,
particularly those found among non-whites (Cuban, 1973:103-113). Final-
ly, curriculum content and preferences have their founding in the Anglo-
industrial culture (Banks. 1975; Gay. 1973; Dickeman. 1973; Hamilton,
1971; Hazard and Stent, 1973).
Let me at this point summarize the findings of this review concern-
ing American economic and social structures, institutional bureaucracy,
and cultural characteristics related to the issues of race, ethnicity
and poverty. First, economic inequality is an inherent structural fea-
ture of the economy of the United States that perpetuates racial oppres-
sion primarily through the mechanisms of discriminatory employment and
promotion, labor union racism and complicity in perpetuating the econo-
mic system, and secondary employment of non-whites. Secondly, the social
s^^'jcbure or organization of American society tends to operate in com-
plicity with the economic system in the maintenance of inequality and
racism. Thirdly, racial and ethnic groups in American society tend to
occupy particular socio-economic positions dependent upon the specific
economic and political effects of racism upon each group and, to a
lesser degree, the interaction of the ethnic group’s culture with the
dominant complex of Anglo-industrial values and behaviors. Fourth,
the dominant socio—cultural make-up of American society is a cluster of
values and cultural characteristics derived from the Anglo-Saxon tradi-
tion combined with and altered by the dictates of a racially oriented
capitalistic industrialism. Fifth, many United States ethnic and racial
groups contain cultural characteristics that often run counter’ to the
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•’Anglo-industrial” cluster of cultural characteristics and values which
may participate in determining their relative positions in American
society. However, it is also true that many of the characteristics of
ethnic group cultures may be distorted versions of their traditional
cultural characteristics caused by the many-faceted impacts of racism.
Sixth and finally, public schools mirror the above-stated realities of
American society and are a primary institution for their maintenance.
The implications of this analysis for public schools are many.
First, if public schools are to effectively serve students from poor and
non-white communities, the institutional structure itself must be al-
tered to allow for the following possibilities: (1) involvement of the
parents of poor and non-white children in the school’s decision-making
and program formation processes as significant partners; (2) alteration
of the school system’s bureaucracy to facilitate access by parents and
other community groups to inform and influence; (3) the acceptance
through formal policy and reward systems that valuable learning expe-
riences exist in the students’ own communities and that those experi-
ences must be incorporated in all curricular programs; and the use
of non-traditional personnel who are paid members of the school staff
and selected by the community served by the school. Second, the school
must break with the Anglo-industrial codes that prescribe the processes,
contents and purposes of learning and seek codes that more directly re-
late to the students’ cultural and socio-economic background and the
social change necessities derived from these realities. Thirdly, and
in order for these other changes to take place, public schools and all
other educational institutions must accept the responsibility of becom-
ing part of a larger thrust for refom, Involving other social and poll-
tical institutions.
It is obvious that these Implications for change In American public
schools contradict the realities of American society as I have described
them In the preceding pages. However, several American historical
events have led me to believe that within those basic realities of
American society a number of structural changes are possible. First,
the Civil War removed what had been permanent social structural and eco-
nomic barriers in American society— the enslavement and lack of legal
and civil rights protection for Blacks. Several forces—economic
,
poli-
tical, religious and otherwise—culminated in producing this change.
Secondly, the civil rights period of 1954 to the present (ERA) has begun
to provide protection of human rights at the federal level that were
P^^^^ously at the discretion of states. Again, several forces—econo-
mic, political, social, evolutional, etc.—culminated in producing these
changes. Finally, as John Ogbu (1978) has pointed out contrary to even
his own conception of American society and its operation, the period
1954 to 1974 saw the development of changes in the education of Black
people occurring before other complementary social changes.
In the previous periods, changes in Black education usually oc-
curred after changes in the social and technoeconomic status of
Blacks However, since 1954, the order of change has been
somewhat reversed, so that changes in Black education began to
occur before there were changes in their social and technoeco-
nomic position in society (1978:119-120).
These events have led me to believe that changes in American social in-
stitutions is generally the result of a complex mix of factors—few of
which are fully predictable.
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Recent Developments In Multicultural Ed.iraUnn
In this section, I will review and analyze (1) recent federal and
state legislation supportive of multicultural education; and (2) state-
ments of professional educational organizations supportive of multlcul-
tural education.
—
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legislation
. As a result of the socio-historical
forces which have been briefly discussed in Chapter I, a number of Fede-
ral and state legislative acts were passed to promote the development of
multicultural education in public schools. Only some of the more signi-
ficant legislation will be reviewed and analyzed here.
The beginning of the Federal role in multicultural education is most
clearly marked by the passage in 1972 of Title. IX of the Elementary and
Secondary Education Act, which established the Ethnic Heritage Studies
Program, This act was initially pushed primarily by white ethnic groups
under the leadership of Congressman Roman Pucinski. The policy statement
for this act was described as follows:
In recognition of the heterogeneous composition of the Nation,
and of the fact that in a multi-ethnic society a greater under-
standing of the contributions of one’s own heritage and those of
one's fellow citizens can contribute to a more harmonious, pa-
triotic and committed populace, and in recognition of the prin-
ciple that all persons in the educational institutions of the
Nation should have an opportunity to learn about the differing
and unique contributions to the national heritage made by each
ethnic group, it is the purpose of this Title to provide assis-
tance designed to afford students opportunities to learn about
the nature of their own cultural heritages and to study the con-
tributions of the cultural heritages of the other ethnic groups
of the Nation, (U, S, Congress, 1972:2530).
The legislation authorized the U. S. Commissioner of Education to award
grants to public and private educational agencies and organizations to
.
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plan, develop and Iniplement ethnic heritage studies curricula. It also
provided fo.the training of specialists and cooperative efforts with
people and organizations already Involved In ethnic heritage studies
programs (U. S. Congress, 1972:2530-2532).
The official account of the legislative history of the act provides
some insight into its basic assumptions. In discussing its findings
that the melting pot theory never became operative, the House Education
Subcommittee stated that:
we ought to recognize instead what has always existed in
our country; an amazing mosaic of diverse groups, each with its
own characteristics but each leading strength to the unified
whole. And we ought to take in this unique American achieve-
ment of the successful formation of a new country from these
widely different nationality, racial and religious groups
(U. S. Congress, 1972:2533).
Title XV is designed to remove the Anglo-conformity and melting pot
philosophy from the nation's schools that ignore or seek to remove the
positive differences among racial and ethnic groups and that foster
prejudicial attitudes (U. S. Congress, 1972:2532).
Another Federal statute which supports similar ends is Title IV of
the Emergency School Aid Act, passed in 1972. This Title was specifi-
cally designed to "....meet the special needs incident to the elimintion
of minority groups' segregation and discrimination among students and
faculty in elementary and secondary schools" (U. S. Congress, 1972:154-
155), and to eliminate minority group isolation. More specifically, it
contains provisions for supporting....
.... a program of instruction of all children from all racial,
ethnic and economic backgrounds, including instruction in the
language and cultural heritage of minority groups (Ethnic
Heritage Studies Centers, 1970:141).
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also contains provisione f «-uP s for the training of teacher aides and
for public information disclosures (EHSC, 1970:141).
Bilingual education, which has also received support from the
Federal government, is related to and often seen as a part of multicul-
tural education. The historical insistence of public schools on the
language and the specific dialect of the dominant English-speaking cul-
ture is a part of the Anglo-conformlst orientation that multicultural
education seeks to eliminate. Therefore, bilingual education, or the
education of students whose primary language Is other than English in
both languages, supports the ethnically derived relationship between
language and culture and, further, is designed to Increase the education-
al success of non-English speaking groups and reduce their alienation
and isolation from the schools.
The Bilingual Education Act, Title VII of the Elementary and
Secondary Education Act (ESEA)
,
was passed in the U. S. Congress in 1973.
This act contains provisions for the development of bilingual instruction
and bicultural instruction particularly in language arts and social
studies (State Bank of California and the Schools of Law of the Univer-
sity of California, 1973:29). The Act acknowledges to some extent the
structural, economic and cultural factors discussed in the previous
section of this chapter by requiring programs to be targeted toward:
....children of limited English-speaking ability in schools hav-
ing a high concentration of such children from families (A) with
incomes below $3,000 per year, or (B) receiving payments under
a program of aid to families with dependent children (State Bank
of California, 1973:29-30).
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The BlllMHual Education Act also contains regulations requiring
agent l^n receiving grants to develop "efforts to establish closer
cooperation l.^ween the school and the home." These provisions begin to
address the m.|,ools biased orientation toward Anglo-conformity
,
parti-
cularly as [s manifested in the curriculum and in teacher attitudes;
as well as tl.o bureaucratic isolation of the schools from the poor,
working cla.MM
,,nd non-white people. The regulations providing for
closer home and school cooperation can help to increase parent and com-
munity involv.'iiient in decision-making.
Finally.
,„any states have also passed legislation or formed policy
concerning nu. U icultural or bilingual education. In our review of state
mandates, we will utilize a survey conducted in 1975 by the American
Association l,,r Colleges for Teacher Education (AACTE) and review repre-
sentative loKlslative efforts from a selected number of states. In their
survey, the AACTE sent questionnaires to state departments of education
to assess tin* degree to which policies and provisions related in multi-
cultural education had been enacted (Giles and Gollnick, 1977:135). Ten
states indicaicd that they had enacted legislative provisions for multi-
cultural ediu'.ttion and ethnic studies. These states were mostly in the
West, Midwest and Southwest, with only Massachusetts having such provi-
sions for bl 1 I ngual/bicultural education in New England. None of these
states were la the South, but many were in areas with unusually high
concentrationu of Spanish-speaking citizens, such as the southwestern
states. Forty states responded that they include a division, department
or person rofiponsible for multicultural education, bilingual education
or ethnic studios.
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Unlike the Federal government, state legislatures, commissions
boards of education can pass laws that require local school district
develop curriculum, select textbooks and Involve parents in certain
school activities or in making certain decisions (Giles and Gollnlck
and
s to
y
1977:131).
The Texas Education Code on Bilingual Education and Training (Giles
and Gollnick, 1977:131) only provides for bilingual education through
the sixth grade. Similarly, the Massachusetts Transitional Bilingual
Education Act (Massachusetts Code, 1973) had provisions that gradually
phase out bilingual education by grade ten. Only Alaska has provisions
beyond these efforts. In that state's education code (Alaska Education
Statutes, 1973) the following provision is described:
A state operated school which is attended by at least 15 persons
whose primary language is other than English shall have at least
one teacher who is fluent in the native language of the area
^here the school is located. Written and other educational
materials, when language is a factor, shall be presented in the
language native to the area.
This provision represents a clear attempt to preserve non-English lan-
guages.
A final example will complete our examination of state and Federal
legislation. In 1971, Massachusetts passed its Chapter 622 of the
Educational Acts of 1971, designed to prohibit public school discrimina-
tion. New regulations adopted for Chapter 622 in 1975, included two
items pertaining to cultural and ethnic diversity.
(a) The content of all public school curriculum should reflect
affirmative efforts to present in full and fair perspective the
history, activities, sensibilities and contributions of persons
and groups of diverse races, national origins, gender, reli-
gions and cultures. (b) School books and other educational
materials used in the public schools shall, taken as a whole.
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include characterizations and situations which depict indi-
viduals in a broad variety of roles regardless of race, color,
sex, religion or national origin (Massachusetts Department of
Education, 1971:4).
The legislation focuses on the elimination of ethnic and racial biases in
all aspects of school curriculum and materials.
These examples of Federal and state legislation described above are
quite representative of all such legislation. They have a number of com-
mon characteristics. Most of them are based on the implicit assumptions
that the United States is a successful cooperation of all of the groups
within its borders and that increasing citizen's knowledge, understanding
and appreciation of the cultures and contributions of ethnic and racial
groups to the national fabric will lead to greater national harmony and
unity. As a result of these underlying assumptions, few of these legis-
lative efforts even discuss the structural barriers to social and econo-
mic equality.
There are however some exceptions. Title VII of ESEA, the Bilingual
Education Act, contains regulations requiring school agencies receiving
grants to develop "efforts to establish closer cooperation between the
school and the home." These provisions begin to address the program-
matic Anglo-conformity of the schools, particularly as they are manifes-
ted in the curriculum and in teacher attitudes; and the bureaucratic
isolation of the poor, working class and non-white people. The regula-
tions providing for closer home and school cooperation can help to in-
crease parent and community involvement in decision-making.
In addition, it should be noted that an earlier period of
educa-
the Federal level produced legislation that begantional legislation at
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to address the social and economic structures of American society that
maintain racial and ethnic inequalities. Don Davies and Mariam Clasby,
in an article entitled, '*The U. S. Office of Education and Cultural
Pluralism (1973:137—140), believe that the U. S. Office of Education
and its legislative mandates have played a large role in preparing the
way for a "genuinely pluralistic education" in the Career Opportunities
Program, the Urban School Development Program, TREND, and Teacher Corps.
These programs, according to Davies and Clasby;
.... have carefully embodied community participation in decision-
making a component which speaks to the long-range objectives of
the schools involved .... Some of these programs specifically
focus on diversity within a classroom, utilizing it as a resource
for richer and deeper insight (1973:139).
Davies and Clasby see these efforts as significant in addressing the
structural and cultural issues faced by poor and non-white populations.
These programs were enacted during the period 1965-1970—a decided-
ly more liberal time period politically. This was the era during which
the Kerner Commission pointed to white racism as the major social prob-
lem of the United States. A completely different Congressional mood had
developed by 1972, when the first piece of multicultural legislation was
enacted. Consequently, the absence of provisions to address or alter
the social structural, economic and cultural realities of American socie-
ty remain shortcomings in this legislation.
Statements of professional education organizations . Following and often
coincident with the Federal and state legislative efforts, professional
education organizations have also become publicly concerned with multi-
cultural and bilingual education and ethnic studies. In the following
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pages, I will examine the statements and activities of three prominent
organizations whose efforts are quite representative.
In 1972, the American Association of Colleges for Teacher Educa-
tion’s (AACTE) Commission on Multicultural Education produced the docu-
ment, No One Model American; A Statement on Multicultural Education
.
This document states that:
Multicultural education affirms that schools should be oriented
toward the cultural enrichment of all children and youth through
programs rooted to the preservation and extension of cultural
alternatives
.
The AACTE Commission affirms the rights and existence of all cultures
within American society and discusses their importance to the schooling
of children in all areas of the nation. The Commission also recognizes
the necessity of removing the ideology of Anglo-conformity from public
t
schools by making multi culturalism an integral part of the school’s cur-
riculum and practices.
The AACTE document contains what the Commission calls the four
major thrusts of "education for cultural pluralism":
(1) the teaching of values which support cultural diversity and
individual uniqueness; (2) the encouragement of the qualitative
expansion of existing ethnic cultures and their incorporation
into the mainstream of American socio-economic and political
life; (3) the support of explorations in alternative and emerg-
ing lifestyles; and (,4) the encouragement of multiculturalism,
multilingualism and multidialectism (AACTE, 1972),
For the AACTE, multiculturalism as a goal involves the seeking of a
society in which all people can be accorded respect regardless of race,
religion, background, etc.. Schools are charged with initiating inter-
racial and inter-ethnic interaction and respect in " programs where
students of various social and ethnic backgrounds may learn freely from
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one another Furthermore, they are also charged with developing;
.... special emphasis program .... where all students are help-
ed to understand that being different connotes neither superiori-
ty nor inferiority .... programs that help minority students un-
derstand who they are, where they are going and how they can make
their contribution to the society in which they live.
In 1974, the Kettering foundation’s National Commission on the Re-
form of Secondary Education published an extensive report entitled. The
Reform of Secondary Education
, under the leadership of B. Frank Brown.
Though this report dealt primarily with other, less controversial issues
concerlng public schooling in general and secondary schooling in parti-
cular, its few pages that centered on racial and ethnic issues are none-
theless revealing of the temper and views of professional education or-
ganizations of the period regarding the topic of multicultural education.
In a description of its own recommendations, the Commission states
that its;
.... proposed goals provide a framework for educational experi-
ences that will enable people of great diversity to live to-
gether in harmony while maintaining their individuality (Brown,
1974).
Two of the Commission's content goals are the "development of
economic understanding" and "acceptance of responsibility for citizen-
ship." The emphasis in the first goal is on understanding the American
economy, "its accomplishments, its relationship to individua:’ rights and
freedoms." In the second goal ".... the student is to understand the
American system of government, gain the knowledge and experiences neces-
sary for purposeful dealing with the political process," and respect
for law and authority." These goals are both presumably designed to in-
still national allegiance in students and to create competence in econo-
54
mics and politics within the context of the existing system.
Finally, the Kettering Commission named two process goals; know-
ledge of self and appreciation of others. The first process goal concen-
trates largely on student’s assessing their own personal abilities and
characteristics, on the development of positive self-images, and on ethi-
cal and moral development (Brown, 1974). According to the Commission,
the school must:
.... assist each student in developing an increasing awareness
of self and his relation to others and the universe as he seeks
values and ethical standards, to promote growth to-
ward his highest potential.
The second goal concentrated on helping:
.... each student develop an understanding of the differences
and similarities and of the common humanity of the members of
different ethnic and religious groups.
And further, to develop ".... a more careful and thoughtful insistence
that ethnic groups respect one another." These goals center on the de-
velopment of positive identities in students and with their group and
culture, and respect for and interaction with members of other ethnic
groups and cultures.
The inaugural statement of the National Coalition for Cultural
Pluralism in 1971 represents a significant departure from the efforts of
the AACTE Commission and the Kettering Commission. Like the AACTE and
Kettering Commission, the National Coalition for Cultural Pluralism sup-
ports pluralistic curricula, studies and focus on the history, culture
and contributions of the various racial and ethnic groups inhabiting the
nation, and programs in schools that help reduce prejudice and isolation
(Stent, Hazard and Rivlin, 1973 ; 147-148) . In addition, however, they
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add that:
There should be ao doubt in anyone's mind that America is now
engaged in an internal social revolution that will thoroughly
test her national policies and attitudes regarding human dif-
ferences .... Blacks, Spanish Americans, women, college stu-
dents, elderly people, etc., are all finding themselves victi-
mized by technological and social systems which look upon signi-
ficant differences in people as unhealthy and inefficient
(Stent, Hazard and Rivlin, 1973).
The Coalition has gone beyond the curriculum of the schools and the at-
titudes of school people and have couched multicultural issues within the
context of the total social structure. It acknowledges the existence of
social and economic structural barriers to the freedom and equality of
non-white and poor groups, in addition to the cultural, belief and value
barriers
.
Further, the National Coalition for Cultural Pluralism has proposed
a substantially different approach to change from that of the AACTE and
Kettering Commission. It states that:
Institutions, groups and individuals must be actively engaged
in working toward at least three goals, which are: (1) the eli-
mination of all structural supports for oppressive and racist
practices by groups, individuals and institutions; (2) the dis-
persal of power among groups and within institutions on the basis
of cultural, social, racial^ sexual and economic parity; (3) the
establishment and promotion of collaboration as the best mechan-
ism for enabling culturally independent groups to function co-
operatively within a multicultural environment (Stent, Hazard
and Rivlin, 1973).
The coalition has placed the emphasis for change on the social structure
and the bureaucratic concentration of power. Thus, the issues of cul-
tural pluralism, in a view of the Coalition, are not merely a matter of
reducing individual prejudices and increasing knowledge of the history,
cultures and contributions of oppressed groups.
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In s-ummary, both the Kettering Foundation's National Commission on
the Reform of Secondary Education and the AACTE's Commission on Multi-
cultural Education seeks to develop programs to increase understanding
and acceptance of cultural diversity. They also do not appear to sepa-
rate cultural, ethnic and racial diversity from individual differences.
Confusing individual differences with cultural, ethnic and racial differ-
ences will not lead to the programmatic changes that I have argued are
necessary both in schools and in the society in general.
The AACTE Commission's second goal is the incorporation of diverse
groups into the "mainstream of American socio-economic and political
life." This goal is quite incongruous with the analyses I presented
earlier of various analysts who have argued that the very structure of
American society and its economic and political system prevent the in-
corporation of poor and non-white groups in the mainstream of American
life. Thus, the focus on cultural diversity and racial tolerance of
both commissions seem quite limiting.
The National Coalition for Cultural Pluralism present a strong con-
trast to the positions of the AACTE and Kettering Commissions. Like
these commissions, the National Coalition for Cultural Pluralism also
supports pluralistic curricula, studies that focus on the history, cul-
ture and contributions of the various racial and ethnic groups inhabit-
ing the nation, and programs in schools that help reduce prejudice and
isolation (Stent, Hazard and Rivlin, 1973 ; 1A7-1A8) . However, it goes
beyond these aspects and also places strong emphasis on changing
the
social and economic structures and on distributing the bureaucratic
con-
centration of power in institutions.
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This completes the review and analysis of Federal and state legis-
lation in support of multicultural education and the statements of pro-
fessional education organizations in support of multicultural education.
What I have tried to show is that these legislative and professional ef-
forts have, for the most parts, concentrated on the curricular and alti-
tudinal aspects of the concept of multicultural education and have not
considered the implications of multicultural education for the social and
economic structures of the United States. Notable exceptions are the ef-
fective but limited emphases in some legislation on parental involvement
in educational decision-making and the statements by the National Coali-
tion for Cultural Pluralism. These statements and policies constitute
the public conceptualization of multicultural education. This concep-
tualization is, I believe, inadequate for helping to achieve greater
equality in education and removing the barriers to cultural pluralism.
Multicultural Curriculum Designs and Teaching Approaches
In this section, I will examine curriculum designs and teaching ap-
proaches for multicultural education. The material to be reviewed comes
in many forms—from full curriculum designs to suggested methods for
teaching to research-based teaching approaches. Although no one method
of categorization is completely adequate, I have decided to organize
this review in two broad categories: (1) curriculum designs; and (2.)
teaching approaches.
It should be noted at this point that I am not drawing any distinc-
tion between ethnic studies and multicultural education for the
purposes
of this study. Though it is generally agreed by specialists
in the
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that ethnic studies is an aspect of and subsumed under multicul—
tnral education (Banks, 1976 j and Gay, 1976)
,
there exists no widely ac-
cepted line of demarcation between them either in theory or practice.
Curriculum designs
. I will first review four curriculum designs for
multicultural education. Following this review, I will summarize what I
believe are the strengths and weaknesses of each design.
The first design 1 shall review is that developed by James A. Banks,
who has become a major spokesman for ethnic studies in the 1970’ s. The
fundamental goal of Banks’ design for ethnic studies is to help students:
.... develop the ability to make intelligent (reflective) deci-
sions so that they can resolve personal problems, and, through
social action, influence public policy and develop a sense of po-
litical efficacy (Banks, 1971:2; 1973:142).
The theoretical framework on which this curriculum design rests is
Milton Gordon’s theory of structural and cultural assimilation (Gordon,
1964). The major generalizations of this theory are as follows:
(1) With regard to cultural behavior , differences of social
class are more important and decisive than differences of ethnic
group. (2) With regard to social participation in primary groups
and primary relationships, people intend to confine these to
their own social class segment within their own ethnic group
—
that is, the ethclass. (3) With a person of the same social
class but of a different ethnic group, one shares behavioral si-
milarities but not a sense of peoplehood. (4) With those of the
same ethnic group but of a different social class, one shares a
sense of peoplehood but not behavioral similarities. (Banks,
1975:43)
.
Banks’ curriculum design is interdisciplinary in focus, utilizing
appropriate mixtures of the social science disciplines (1975:52-55). It
is a spiral-designed conceptual curriculum that is direc;:ed toward de-
cisional training. Banks states that decision-making consists of two
components: knowledge and value (1973; 1975). The knowledge component
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consists of facts., concepts., generalizations and theories utilized with-
in the scientific method (1975:30-45). The value component of decision-
making in the curriculum design in Banks' value inquiry model (1975:
108)
,
which consists of the following nine steps:
1. Defining and recognizing value problems.
2. Describing value-relevant behavior.
3. Naming values exemplified by the behavior described.
4. Determining conflicting values in the behavior described.
5. Hypothesizing about the sources of the values analyzed.
6. Naming alternative values to those exemplified by the
behavior described and observed.
7. Hypothesizing about the possible consequences by the
values analyzed.
8. Declaring value preferences.
9. Stating reasons, sources and possible consequences of
value choice.
The value inquiry model as outlined above is designed to assist students
to identify, clarify and effectively derive their values, and for the
t
’
teacher to pedagogically utilize the fact that different values may be
functional for different cultures and groups in different social situa-
tions (1975:105-108).
Finally, Banks’ ethnic studies curriculum design includes a social
action component. This component is designed to assist students in ap-
plying mastered higher level knowledge related to .... problems
in their school and community" (Banks, 1975:115). Activities in
this component are designed to provide students" .... with opportunities
to develop a sense of political efficacy...." (1975:115). As Banks
states:
Students should be given opportunities to make some decisions
about ethnic problems which they can implement through social
action projects .... they may be able to take some effective ac-
tions that can improve the racial attitudes of the students in
their classroom and school, or contribute to the resolution of
the racial problems in the wider community through some types
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jer(77l975"ll5r participation pro-
in social action projects only after mastering high-
er level knowledge related to the problems to be addressed by the pro-
ject aii.j nfter having clarified their pertinent values.
specifies very little in the way of actual teaching approach-
es in hjq curriculum design. He states that;
A whip variety of novel teaching techniques and experiences,
sufI, os community research and social action projects, and even
soiiiu
,-op sessions, could constitute ethnic studies. The teach-
I ochniques and activities chosen should be dictated by the
insl
, (ictional goals (1972;1A).
Though l,n specifically names some techniques. Banks remains unnecessari-
ly p retable on this issue. However, his examples of "Key Ideas and
TeachJuj. Strategies" are somewhat more revealing of approaches his design
would fflvor. A typical example is cited below (1971;8),
KEY IDEAS ACTIVITIES
key CONCEPT; DISCRIMINATION
KEY GENI i!/yi^x2ATION: Groups are often
the vlci I, IIS of discrimination because
of age, trice, religious and cultural
differed, os.
SUB-GEM I'KalizATION; Blacks have ex-
perienci-.i much discrimination in all
phases ur American life, including
cducatinii, the administration of jus-
tice aiiil employment.
1. Reading selections from South
Town and Whose Town ? by Lorenz
Graham.
2. Discussing the discrimination
which the Williams family ex-
perience in this story how
they cope with it.
3. Discussing the discrimination
which David Williams experi-
enced in school and how he
reacted to it.
4. Viewing a filmstrip on black
slavery and listing ways in
which it was a form of dis-
crimination.
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5. Finding copies of such docu-
ments as the Slave Code and
Grandfather Clause and role-
playing how they affected the
lives of blacks.
6. Compiling statistics on the
number of blacks who were
lynched during the early years
of the 1900' s.
7 . Reading and discussing ac-
counts of the discrimination
which blacks experience in em-
ployment, education and in the
administration of justice to-
day.
Assigned reading, classroom discussion and teacher selected materials
can be added to the previously cited techniques of community research and
social action projects as the kinds of teaching strategies Banks consi-
ders appropriate to this curriculum design.
The second curriculum design to be examined is one gleaned from the
work of Geneva Gay (1975:176-183). Gay’s design is similar in many ways
to that prcqtosed by Banks. The major goals of Gay's design for "cultu-
rally pluralistic curriculum" are skill development in; '
.... etlmic knowledge comprehension, reflective self-analysis,
clarification of racial attitudes and values, comparative ana-
lysis of ethnic and cultural phenomena, and eliminating the
ethnic Isolation and psychological captivity resulting from dis-
torted attitudes about ethnicity (p. 177).
and . . .
.
.... to eliminate ethnic illiteracy, make students capable of
functioning well in different ethnic settings, politically ef-
ficacli>us, and socially activist .... and .... increase ....
their t'lnpathetic capabilities (p. 178).
It is clear that Gay's goals for culturally pluralistic curriculum in-
clude the kiiowledge component, values component, preparation of social
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action and the decision-making components that Banks’ design is built
around. In addition, Gay’s design includes goals for affective or emo-
tional issues and concerns
.
Though Gay’s curriculum designs are not based on any single theory
of racial and ethnic relations, it is based on a series of loosely join-
ed generalizations that differ from those that support Milton Gordon's
theory. One generalization supporting or influencing this design is that
cultural interaction between racial and ethnic groups is a multidirec-
tional and reversible process; i.e., assimilation is not the only process
operative. Other processes are also operative—enculturation, accultu-
ration, adaptation, transformation (Gay, 1977:35, 38-51). Another of
Gay’s generalizations is that racism and ethnic prejudice in American
society operates on individual, cultural and institutional levels (1973:
31-34), Finally, her third generalization is that though the cultural
components of any particular racial group are organized somewhat dif-
ferently across socio-economic and regional lines, there does exist "an
underlying unanimity of basic cultural components, which grew out of an
essential core of consensus of shared experiences" (1977:35).
Within the broad framework delineated by the statements of goals
and theoretical generalizations stated above. Gay advocates four speci-
fic curriculum approaches for meeting these goals. These are the thema-
tic, conceptual, cultural components and branching approaches to curri-
culum design (1975:179), The thematic approach is built around the
"persistent and pervasive , . .
,
recurrent themes which characterize the
human condition, the social realities and cultural experiences of ethnic
groups in American society" (1975:181). Themes selected are ones that
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are ’’significant to all ethnic groups and penn.-.-ae the entire spectrum of
their human development” (1975:181). Some examples of such theniatic
topics are: the search for identity, protest ngnlnst injustices and the
struggle for freedom. The focus in a thematl.- curriculum design is on
the themes as opposed to ethnic groups. The lli.Mnatic design is also in-
terdisciplinary across the arts, language artu and social sciences.
The cultural components approach ’’focusoa on those characteristics
of different ethnic groups that combine to foi m uniejue cultural tradi-
tions” (1975:182). This design focuses only on the cultures of ethnic
groups, as contrasted to the thematic approacli which focuses on a more
holistic view of the characteristics and condli ions of ethnic groups.
Gay’s conceptual approach is more akin to hanks’ design. It is or-
ganized:
.... around a series of concepts selected I' tom multiple disci-
plines, which are applicable to all ethnl<' groups experiences
(1975:181).
These concepts can be cultural, thematic, social structural, psychologi-
cal or historical. The conceptual approach la also interdisciplinary in
design and lends itself to multi-dimensional and comparative analysis.
The design includes a delineation of major and minor generalizations
that emanate from the concepts and include implementation in all aspects
of the school curriculum (1975:181),
The fourth and final design advocated by Gay is called a branching
design. Basically, a branching design is ”.... an organizational techni-
que for making ethnic content more comprehensible, cohesive and perva-
sive throughout the school’s total instructional programs” (1975:183).
Gay states that the branching design:
6A
suggests that students have a better chance of comprehend-
ing the complexities of ethnic groups lifestyles, their cultur-
al heritages and their existential conditions in society if con-
tact with ethnic content extends beyond a single course, or be-
yond a single period of the day.
Thus, this design will presumably enable students to become a more deeply
involved in ethnic issues beyond the purely academic domain.
The curriculum designs of James Banks and Geneva Gay reviewed above
are representative of the kinds of designs that were generated in respon—
to the existence of racial and ethnic issues in the larger society.
The third design I wish to review and analyze is an example of those that
have evolved from the attempts of curriculum reform proponents to incor-
porate multicultural concerns into their already existing designs and
theoretical premises. It has been proposed by Normand R. Bernier and
Richard H. Davis (1973), advocates of synergistic approaches to education.
The major goals of their synergistic model for multicultural education
are; (1) to create situations in which individuals may explore diffe-
rent values and choices in work and lifestyles; (2) to create educational
environments; and (3) to encourage the appreciation and acceptance of
diversity.
Bernier and Davis also operate from a consistent theoretical frame-
work, synergy, which holds that ”....; the possibility for human growth
is greater when all three components (of human life—work, intimacy and
leisure) are harmoniously developed then when one is emphasized over the
others" (1973:271). These writers view synergistic education as a way
to ".... provide diversity of choice at the individual level, which would
constitute a larger step toward multicultural education at the system
level" (1973:269). Synergy theory proceeds from a social analysis that
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posits that the United States' increasing levels of technology po-
litical centralization, standardization of behavior and mass consumerism"
have begun to destroy fundamental social arrangements (such as the nu-
clear family)
,
have transformed the economic system into a caste-like
super-structure, caused our national culture to emphasize the logical
over the emotional, efficiency over aesthetics—all resulting in wide-
spread alienation and discontent (1973:266). I probably do not need to
point out that according to my earlier analysis of American society,
Bernier and Davis have delineated only a few of our social and political
problems
.
At any rate, proceeding from their social analysis, Bernier and
Davis advocate a curriculum that is based on what they consider to be
the three major components of a meaningful life in the modern world and
in the future; rewarding work, productive intimacy and satisfying lei-
sure (1973:270). Bernier and Davis state that in a synergistic educa-
tional environment.
Students will at various times be most interested in one or a-
nother of the three areas of work, intimacy and leisure, and the
school ought to respond positively to whatever interest is fore-
most, but always with the underlying advocacy that the indivi-
dual consider expanding into compatible interests in the other
spheres (1973:271).
Facilitation of students' choice with some teacher persuasici. and direc-
tion are the chosen teaching approaches of the synergistic model for
mul-
ticultural education.
The fourth and final design I wish to review is an anthropological-
ly-based design proposed by Margaret Gibson (1975). Gibson
bases her
design on traditional anthropological definitions of
education and cul-
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ture. Kducation in this design is seen as part of the general process
of human socialization, or as cultural transmission. Culture is seen as
" tU nndards for perceiving, evaluating, believing and doing "
CGoodenoiigh, 1971:36). From these anthropological basis, multicultural
education is defined by Gibson as ".... the process whereby a person de-
velops < oiiipetencies in multiple systems of standards for perceiving, e—
valuatlng, believing and doing" (Goodenough, 1971:36).
Gibnon has also described some of the implications of what she calls,
"Multicultural Education as the Normal Human Process." The salient im-
plications are that: (1) because it is seen as a part of human sociali-
zation processes, multicultural education is not restricted to formal
school programs and relieves educators of primary responsibility; (2)
this approach does not equate culture with ethnic groups because indivi-
duals can possess competencies in several different cultures; and (3)
the ido.i of developing competencies in several cultures leads away from
what Gibnon calls the native assumption of bicultural education and un-
realistic. dichtomies between native and mainstream cultures (1975:30).
I will now summarize what I believe are the strengths and weakness-
es of each curriculum design reviewed. In my opinion, the strengths of
Geneva Cay’s design for "culturally pluralistic" curricula are that (1)
its includes knowledge, value and affective components; C2) it’s goals
are designed to lead to participation in social change efforts; (3) it
includes much of the school’s curriculum beyond the social sciences, (4)
the theoretical premises upon which the design is based appear to be
more accurate and comprehensive than those utilized by James Banks and
are also In greater accord with our analysis of American society and
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schools (pp, 1 26); (5) it can extend students involvement with ethnic
issues beyond purely academic levels; and, (6) it includes four diffe-
rent organizational formats for wider variability.
On the other hand, some of the weaknesses I see in Gay's design are
the following; (1) the design operates from loosely connected theoreti-
cal generalizations about racial and ethnic issues—not from any coherent
theoretical framework; (2) the design does not specifically include a
social action component which could lead to this ommission in an imple-
mentation effort; and C3) the design names no specific teaching strate-
gies to be utilized within the designs, This ommission could conceivably
leave the field open for teachers to utilize techniques ranging from
classroom lectures to social literacy approaches. However, in other
works Gay does indicate the need for more "student-centered" classroom
interaction and notes that action-oriented teaching strategies are re-
quired with racially and ethnically pluralistic curricula (Gay, 1977:54-
55).
In addition to summarizing what I believe are the strengths and
weaknesses of Banks’ curriculum design, I feel it is necessary to first
comment on its theoretical basis—Milton Gordon's theory of racial and
ethnic relations (Gordon, 1964)
,
In my opinion, Gordon's theory of racial and ethnic relations has
two primary faults. The first is the assumption that the relationship
between ethnic and racial groups and the dominant cultural orientation
is a uni-directional movement of acculturation by the so-called
"minorities" toward the dominant cultural framework. .Gordon himself has
rescinded this proposition in a 1975 commentary (Gordon, 1975). The
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Black Power/Black Culture movements of the late 1960 ’s, as well as the
studies of anthropologists have demonstrated that acculturation is not a
linear, uni-directional process, but rather it is a question of charac-
teristic, multi-dimensional adaptation (Herskovitts, 1945; Suzuki, 1977).
The second fault I see in Gordon’s theory is its concentration on
particular behavioral aspects of culture and not on value, predisposition,
ability and other behavioral aspects. Many other educators and social
scientists tend to note other manifestations of culture.
The theoretical faults cited above are critical assumptions in
Gordon’s theory and bring it under serious questioning. If this theory
and its generalizations and assumptions inform Banks’ curriculum design
as heavily as he claims, and the ends the design supports for students,
then we must reject its content aspects. First, content will be selected
that provides a shallow view of culture. It would be seen only in sim-
plistic, behavioral terms. Secondly, an obvious generalization that
grows from Gordon’s theory is that when cultures are in contact with each
other for long periods of time they will enter a process of assimilation
that will eventually culminate in a single culture. It disallows any
other possibility in cultxiral contacts or conflicts.
At the same time, I see the following strengths in Banks’ curriculum
design: (1) it is oriented toward involving students in decision-making
about real social issues based on study and knowledge; (2) the design is
interdisciplinary in nature; (3) the cognitive aims are largely concep-
tual; (4) the design includes a social actions component; and, (5) it
contains value inquiry component. On the other hand, I believe Banks’
curriculum design has the following weaknesses; (1) the theoretical
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framework on which the design is based has significant conceptual faults
in its major generalizations; (2) the design does not extend beyond the
language arts and social sciences into other areas of the school’s
curriculum; and (3) the design holds provisions for facilitating the re-
solution of emotional Issues, In my opinion, these are significant
shortcomings
,
Let me next summarize my findings concerning the synergistic model
for multicultural education proposed by Bernier and Davis. I believe
that some of the strengths of the model are: (1) that it contains a
significant element of student choice in determining what will be studied,
experienced and learned; (2) that it is based on social and personal con-
cerns that face all perople regardless of cultural or socio-economic
background; and (3) that it is based on a single social theory. Some key
weaknesses are; (1) the social analysis upon which synergy is based is
severely incomplete according to my view of American society and schools;
(2) many of the issues in this model related to work, leisure and inti-
macy require national social structural and economic change to take on
meaning and significance to the masses of poor and non-vrhite people; and
the organization of work in this society prevents the achievement of
high synergy and the presence of fully integrated human lives; (3) ac-
cording to my social analysis, synergistic education can only hold pre-
sent meaning for middle and upper class children because it assumes that
individuals have some choice——an element absent from the lives of poor
people and most non-whites; (A) as indicated in the previous section on,
"Recent Developments in Multicultural Education," many writers have mis-
takenly equated individual difference with cultural and racial diversity
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Though I acknowledge a relationship, I deny that individual diversity
can be equated with cultural diversity as this model and the AACTE
seem to suggest; (5) this model does not specifically and explicit-
ly focus on racial, ethnic, cultural, social-structural or political
issues; and (6) the synergistic education model includes no provision
for social action beyond personal exploration.
Finally, in the case of Gibson's design I have identified only two
strengths: (1) it develops curricular approaches based on the understand-
ing that individuals in American society possess competencies within
their own cultures but also in others, especially the dominant culture in
its intrusions in the lives of all American citizens; and (2) it also in-
sists that multicultural learning should be an aspect of the larger com-
munity as well as the schools and extends responsibility to social agen-
cies, community organizations, and families. Some weaknesses of Gibson's
design are: (1) it does not take into account the social and economic
oppression and racism as fundamental factors that gave rise to multicul-
tural concerns in schools; (2) it does not take into account the neces-
sity of developing educational programs that run counter to or challenge
the values supported by the nation's economic and social structures; and
(3) it does not attempt to counter the impact of social and economic
structures on student self-views and cultural and racial identity.
Teaching approaches . In addition to these comprehensive designs for
multicultural curriculum, there are some teaching approaches that may be
particularly appropriate for multicultural education. I shall review
two such approaches here—Richard Jones' theory of instructed learning
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(1968), and Paulo Frieres’ pedagogy for critical consciousness (1971;
1973) .
Jones' theory of instructed learning is based on Erickson's theory
human development, Kubie s and Langer's work in human psychology and
Bruner and Silberer's work in curriculum theory. Basically, Jones'
theory is recognition that instruction, in all forms, begins by appeal—
ing to the imagination and to the emotions, and that the novelties we en-
counter in our environment challenge our sphere of mastery and, therefore,
incite the imagination and involve the emotions (Jones, 1968:64). Jones
also recognizes, as do other learning psychologists, that mental and emo-
tional activity largely proceed symbolically and simultaneously (1968:
55), Thought does not operate in an organized, logical and orderly
pattern. Thought operates primarily through symbols and images that are
selected out of our "pre-conscious” stream of ideas, feelings and ex-
periences,
Jones selected the developmental theory of Erick Erickson as the
basis for his "theory of instructed learning" because it is an efficient
framework for cognitive, social, emotional, imaginal and value issues in
human growth; and because it contains systematic properties that can be
used in the curricular coordination of learning experiences. Human dif-
ferences in this framework are best explained by Jones:
what can be thought, imagined, or done to control .... ex-
press .... use this or that emotion .... will all vary as a func-
tion of developmental phase" (1968:33).
The primary use of the theory is in the handling of emotional issues
in classrooms when students are presented with powerful or overv,7helming
stimuli. As Jones states, "The value of emotional involvement lies
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in its potential for aiding the assimilation of new or remote experiences
in idiomatically illuminating ways” (1968) . ' Individuals assimilate new
experiences in ways peculiar to individuals as determined by each per-
son s own emotional makeups, cognitive styles and prior experiences. He
states further that, the resolution of emotional issues, when inte-
gral to learning, tends to deepen the learning (1968). In other
words, teachers seek to help students to control and express their emo-
tions in order that they may better put them to use in their studies.
According to Jones (1967; 54), as psychotherapy is designed to in-
crease insight, instruction is designed to increase ’’outsight,” i.e.,
grasping, enlivening, enhancing, discovering, making one’s own this
or that datum in the real world .... by virtue of gracing it with this or
that private image.” In other words, he believes that instruction should
be designed to facilitate creative learning by providing an environment
and experiences that increase a sense of community among participants,
and enables mystery through freeing the imagination and the emotions.
The other approach I wish to discuss is Paulo Friere’s educational
methodology, which has the potential of contributing significantly to the
field of multicultural education. Friere’s program and ideas are cur-
rently named social literacy training in the United States by some pro-
ponents (Alschuler, et. al., 19.77). The primary intent of social lite-
racy training is to develop the ’’critical consciousness” and dialectical
interactipn capabilities of individuals with each other and with their
environment for the purpose of enpowering them to "alter their relation-
ships with nature and social forces” (Goulet, 1973 ;ix). Social literacy
combines reflective thought with social action to accomplish this intent
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in what Friere calls "praxis" (Friere, 1970)
.
Three developmental stages of social literacy have been delineated
by some proponents. The first stage is "conforming to the situation"
(Alschuler, 1977:6). At this stage, resignation and passive acceptance
are the dominant themes of people^s lives. Alschuler, et. al., states;
.... individuals are submerged in reality. Only basic obvious
s^^^ival problems are named: poor health, lack of land or money,
etc.. The cause of this situation seem magical: fate, chance,
luck or god. Little, if any action is taken to change this si-
tuation (1977:6).
In the United States this stage is apparent on a daily basis in our lar-
ge urban rural areas.
The second stages of literacy is "reforming individuals." At this
stage the problem is considered to be imperfect individuals—themselves
or others. For example, consistent intergenerational economic failure
will be seen by persons in this stage as a lack of personal ability,
opportunities missed or unkind bosses. A child's failure in school may
be seen as the result of personal racism of the principal or the child
not applying himCher)-self , Alschuler (1977:7) states further:
The implicit naive assumption is made that if individuals reform,
everything will be fine because the economic or political or ed-
ducational system is basically good
The kinds of reforms sought by people at this stage are reforms such as:
sensitivity training for teachers, electing a Black mayor, including
work incentive in the welfare programs, buckling down and studying.
The third stage of social literacy is called, "transforming the
system." At this stage,
....individuals are critical of the system, see their problems
as caused by unjust, inequitable or inhumane rules, policies or
norms that victimize them .... When the problems are named and
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analyzed in this way, groups of individuals collaboratively at-
tempt to transform those rules, policies, norms or laws rather
than passively conforming or naively attempting to reform them-
selves or others (Alschuler, et. al., 1977; 7).
This is the stage of literacy at which critical consciousness becomes
operative; critical reflection is combined with collective human action
to transform the nature of their social system.
The literacy training process includes three components; (1) naming
problems; (2) analyzing the cause; and (3) acting to solve the problems.
Naming and analyzing problems and making decisions to arrive at and enact
solutions is done in dialogical group interactions (Friere, 1973:60-70).
The educational method is a mutual process of problem—posing between
teachers and students, based on observed "generative themes" in their en-
vironment. These generative themes are the subject matter of social li-
teracy and are explained by Friere as follows;
An (historical) epoch is characterized by a complex of ideas,
concepts, hopes, doubts, values and challenges in dialectical in-
teraction with their opposites .... the concrete representations
of many of these ideas, values, concepts, and hopes as well as
the obstacles which impede man's full humanization, constitute
the themes of that epoch (,1973;91).
The methods of anthropological investigation are utilized to discern,
collect and organize the dominant, historically rooted themes of the
lives of a group of people. Their own lives become the subject matter
of a literacy program that not only teaches people how to read, but also
develops critical consciousness. Through this process, individuals and
groups can be assisted toward their own human fulfillment. As Friere
states, as critical perception is embodied in action, a climate of
hope and confidence develops which leads men to attempt to overcome the
limit situation" (1973;89).
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Let me now summarize my findings concerning the two approaches.
First, I see the benefits of Jones' theory of Instructed learning for mul-
ticultural education as tne following: (1) it recognizes that education-
al relevance is a question of the relationship of prior and current know-
ledge and experiences to new experiences and new knowledge as seen by the
student and the teacher (I see this notion of relevance as part of the
underlying rationale for multicultural education)
; (2) it constitutes a
coherent theory of the relationships between the cognitive and effective
domains; (3) it provides specific ways of utilizing emotional issues to
enhance learning, to coordinate developmental issues and themes with cur-
ricular issues, to coordinate cognitive skills with emotional and imagi-
nal skills and to coordinate classroom management with instruction; and
finally, (4) the theory relates large social issues with personal and
developmental growth stages to maximize emotional involvement in learning
through inciting personal relevance,
Correspondingly, I see the following strengths in social literacy
training: (1) it can be utilized to effectively hone in on the central
problems faced by students, their families and communities (particularly
for poor and non-white groups) in a functional action-oriented, self-
development format; (2) the social literacy training process can be used
to alter various parts of the schooling environment and structure to
improve educational possibilities for poor and non-white students
(Alschuler, et. al., 1977); (3) the social literacy process prescribes a
teaching approach which is not only amenable to the socio-political
needs
of students, but can also respond to certain needs peculiar
to their
cultural characteristics that come into play in any
interactive situa-
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tion; (A) the social literacy process places some controls in the hands
of students; and finally, (5) the social literacy process can be used to
assist teachers to engage their own professional situation dialogically
as a preparation for multicultural education.
Some drawbacks of utilizing the social literacy training process
are; (1) because it constitutes a total antithesis to the current con-
ception and organization of American education, its use will necessarily
be severely constrained in most public school settings; and (2) the
social literacy training process requires the presence of teachers who
are at least open to the possibility of personal and social system trans-
formation.
Summary. In the preceding pages, I have reviewed examples of the domi-
nant types of curriculum designs and teaching approaches that currently
seem to hold promise for multicultural education. Through the material
I have examined in this review, several critical elements can be named
that should be included in effective multicultural curricula and teach-
ing approaches in public school settings.
First of all, any curriculum design should be informed by a broad
and detailed theoretical framework for racial and ethnic relations in
the context of American socio-political and economic structure. The
theoretical framework should include an understanding of the concept of
culture and cultural change that includes values, predispositions, his-
toriography, relationships to socio-economic situations, and behavioral
manifestations.
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Secondly, curriculum designs for multicultural education should in-
clude provisions for multicultural practices in all areas of the' school’s
curriculum. Designs should also be interdisciplinary i:i their organiza—
tion. Content should include data about the cultural characteristics,
histories and current social, political and economic concerns of the
nation ’^s non—white and white ethnic groups. Curriculum objectives should
include conceptual, skill-oriented and affective objectives. Finally,
curriculum designs should include a component for valuing or value in-
quiry, and provisions for taking actions in the social arena based on
mastery of content knowledge and the clarification of relevant values.
Thirdly, multicultural curricula must include the utilization of a
variety of teaching approaches and strategies that facilitate student
initiative, that place some controls in the hands of students, and that
may spark creative reflectivity. Specifically, this should include pro-
visions for learning methods- of personal and social decision-making to
solve personal problems and potentially affect public policy, methods
for facilitating students^ coping with and using the emotional issues
generated through multicultural content, and an element of student choice
in the determination of learning activities.
Finally, two additional criteria should be applied to the selection
of teaching approaches. Teaching approaches should enable teachers to
utilize students’ social, personal and developmental issues as bridges
to curriculum content. Both the curriculum and teaching approaches
should be designed to relate students' personal experiences and aspects
of their community to the general concepts they are learning.
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Approaches to Implementing Multicultural Curricula
In this section, I will review efforts at producing change in
schools through the implementation of multicultural curriculum and appro-
priate models for such implementation efforts. As is often the case,
educators involved in the development of new concepts and goals for edu-
cation pay precious little attention to the difficult issues of how to
implement these new ideas in public schools (Sarason, 1971). On the
other hand, educators who are concerned with how to change schools often
do not connect such expertise to any particular educational concepts or
goals. This is apparent in the works of a number of educators
5
e.g.,
Sarason (1971) takes no particular stance about what constitutes meaning-
ful change; Benne, Bennis and Chin (1969) discuss numerous diverse kinds
of change, but only in the process of naming and explicating approaches
to change; and Mann (1974) deals with a conglomerate of changes designed
to enhance the education of the disadvantaged and the handicapped to de-
lineate functional processes; however, he has since that time begun to
focus on specific directions of change. At any rate, as a result of
these dichotomous activities, there exist only a few inconsequential
studies and descriptions of efforts to implement multicultural curricula.
The majority of the data that exist on the implementation of multi-
cultural curricula in schools is not presented in the form of studies
of specific efforts. Rather, the data are presented as models represent-
ing a distillation of the procedural knowledge obtained through the ef-
forts of their authors over time. In the following pages, I will review
these models. More specifically, I will: (1) describe three models
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for implementing multicultural curriculum; and (2) develop a journal of
positive and negative findings concerning each of these models. My exa-
mination of the literature indicates that these three models are repre-
sentative of the models extant in the field. Following this discussion,
I will then review the conclusions of a broad-based study of federally
sponsored efforts at educational change and their implications for imple-
menting multicultural curricula.
The first model I shall review is one that was developed over a
period of three years (1974-1977) by Carl A Grant. Grant’s approach is,
as he titles it, "A Model for Implementation Through In-Service Educa-
tion" (1977). Grant begins his most recent description of the model by
stating that;
Before appropriate and effective curricula' and educational stra-
tegies can be implemented for our pluralistic society, .... edu-
cators must address a new challenge. This challenge involves a
"re-education" of professionals through in-service programs
(Grant and Melnick, 1977:2; emphasis added).
Grant views inservice preparation for multicultural education as a re-
educative process, not a professional development, school improvement,
or skill training process, which is among the current views of inservice
programs (Edelfelt, 1977).
Grant’s model for inservice implementation is a three-phased pro-
cess: (1) awareness and recognition; (2) appreciation and acceptance;
and (3) affirmation (1977:2). The specific objectives for the awareness
and recognition phase are:
....
clarification, analysis and assessment of the values, be-
liefs, norms and standards held by each individual, examina-
tion of the forces of racism, sexism and classism in society
and the impact of these forces on the experiences of both mino-
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rity group members and those of the majority culture,
evaluation of the manner in which Americans institutions, and es-pecially schools, prepetuate discrimination and prejudice (Grant
and Melnick, 1977:4).
The terminal goal of this phase of the inservice model is to assist each
individual to accept "our pluralistic society" and "declare the need for
multicultural education" (1977:2).
The method for achieving these outcomes is the dialogue—inquiry ap-
proach (1977:3) in which each individual is encouraged to (1) " de-
fine his/her perceptions of racism, sexism and classism," (2) " exa-
mine and discuss questions relevant to their perceptions and situations,"
and (3) examine ".... the impact of prejudice and discrimination upon in-
dividuals and groups ...." in schools and other social institutions (1977:
3). Grant, Melnick and their associates see this first phase of aware-
ness and recognition as the most important and critical phase of the "re-
educative" process (1977:4).
The second phase of the model, appreciation and acceptance, builds
on the terminal goal of the first phase. Specifically, educators are
aided ".... in acquiring historical, psychological, sociological, biolo-
gical, economic and linguistic information relevant to education for a
pluralistic society" (1977:5). This includes (1) " information that
identifies and substantiates contributions of individuals from all races
and cultures," (2) information concerning similarities and differences
among all people; (3) information on income and employment policies,
practices and differentials by race and sex; (4) information that clear-
ly demonstrates the differences between language differences and
language-
es deficiencies; and (5) based on that information engaging in
critical
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analysis of Instructional materials and media used in local classrooms
(1977:4-8)
.
Though discussion and interaction remain significant aspects of the
model, emphasis in the second phase is on knowledge acquisition and in-
tegration. Specific methodologies suggested by Grant and Melnick are:
Workshops, seminars, formal courses, laboratory or micro-teach-
^tig
,
and informal and casual interaction .... long-term projects
to select, adapt, develop and assess curriculum and materials
—can also play an important role (1977:5).
The final phase of the implementation model is the "affirmative”
phase. This phase ”.... focuses on educators developing, implementing
and evaluating multicultural experiences on a regular basis in the school
setting” (1977:8). Activities in this phase are based on the knowledge
and skills gained in the first two phases. The terminal goal for this
third phase is the development and implementation of ”.... culturally,
relevant curricula, activities and experiences ....” and the promotion of
”.... alternative lifestyles and value orientations” (1977:10).
Teachers are aided in developing methods of including a wide range
of historical and contemporary cultural content in curriculum with a
specific focus on cultural and individual diversity in analyzing social
and Instructional dynamics” (1977:8). Further, teachers are encouraged
to (1) ”.... incorporate the cultural and individual experiences of
children as living resources into classroom interaction,” (2) con-
certedly involve members of the local community and their wealth of re-
sources into regular classroom activities,” and (3) utilize .••• the
community’s physical resources .... as appropriate locations in and a—
round which valid and relevant instruction can take place” ^1977 ; 8-10) ,
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1‘tie second model for the implementation of multicultural curriculum
I ahn
I L review is called the "Esperanza Model" and is described by John
Aray.Mi (I973 ). The Esperanza Model consists of three phases as does
Grani'n model; Awareness, Application of Awareness and Logistics for Im-
pl i^ation (1973:81). The awareness phase consists of four sections:
self iipeds, cultural diversity, cultural conflicts and implications of
cult Ml nl conflicts. In the self-needs section;
groups should be led to begin to speak about insecurities,
flffithy, complacency, narrow commitment, tradition, personal pre-
Itulice and other behavioral traits which must be candidly re-ex-
^iiilned before an Individual can be predisposed to effectively
Ix'gln to accept the concept of cultural pluralism in his school
lul, (1973:81).
Thiti If} carried out through the use of discussion leaders or skilled fa-
cillifiLors. Once self-needs have been comprehensively addressed, issues
/*
‘'ulLural diversity are addressed through lectures, resources and re-
souii'ji people to develop in teachers an adequate awareness and understand-
ing (if their community and each culture it contains (1973:82). In the
thivil Hcction of the awareness phase,
I
III. consultants will have to be acquired to speak on conflicts
I'ulween and among perceptions stemming from diverse cultural
1' I notices (1973:82).
The riiial section of the awareness phase focuses on the implications of
cnlluinl conflicts for teaching.
The second phase of the Esperanza Model concentrates on applying
the nwnreness and other learning gained in the first phase. In this
phasu, teachers are assisted in analyzing their teaching styles through
any I'tMiventional means to determine their appropriateness to the cultu-
ral styles of students. Representative groups of school personnel cri-
83
tically analyze their total school program as it relates to cultura, cul-
tural diversity, cultural conflicts, teaching styles and philosophies.
Finally, a survey of ”
. . . the community of available human and material
resources ' is undertaken (1973:83). At this point, teachers are
divided into groups of two or three to develop these resources into teach-
ing units to .... complement and enrich their respective subject matter
areas" (1973:83).
The third phase of the Esperanza Model concentrates on the logistics
of implementation. According to Aragon, this phase merely encompasses
the traditional steps taken by school people prior to adoption by
the school board." (1973:83).
The third model for implementing multicultural curriculum was de-
veloped by Michael Pasternak and his associates in a Tennessee Teacher
Corps Project (1977). This implementation model consists of the follow-
ing components: community involvement and communications, development of
a multicultural Resource Center, an integrated multicultural and school
improvement inservice program, multicultural program development, indivi-
dualized curriculum development for teachers and plans for administrator
involvement in multicultural education.
The community involvement and school-community communication com-
ponent of this model is viewed as an integrated element of the overall
project design (1977:124-128). This component consists of the planning
and implementing of various activities involving variable groups of
parents, teachers and students for the accomplishment of a number of ob-
jectives. The primary objectives are: improving the- all school multi-
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cultural climate, improving the multicultural climate between the school
and the community, developing team planning approaches involving all
groups of adults concerned with the education of children and increased
communication and mutual understanding about what is important in order
to help children grow and develop. Some of the activities developed to
help meet these objectives can be things like: all school multicultural
festivals; parents involved in the curriculum for special learning pro-
grams and as aides and tutors; exploratory community projects; school
climate improvement projects; and, multicultural newsletters, developed
by parents, teachers and students (1977:126-142).
Establishing a resource center for multiculturalism is another
major activity in Pasternak’s implementation model. Pasternak has named
numerous sources that can be tapped for information and materials: lo-
cal public libraries, school system media collections, state department
of education resources, school supply stores, the business community,
television stations, educational magazines and journals, newspapers, the
ERIC document system, commercial publishers and educational and social
•organizations and associations (1977:144-150).
The purposes of the Resource Center should be:
(1) To provide access to relevant holdings of other institutions
that would relate to the school's multicultural program, (2) to
act as an impetus for the production of teacher-made materials
and as a collection place for those materials, (3) to serve as a
clearinghouse for human resources that would increase faculty a
wareness and knowledge, and (5) to provide facilities and a meet-
ing place that would stimulate professional development (1977:
147) .
Materials should be organized, listed and displayed. Teachers should
be
encouraged and assisted in developing and documenting their own multi-
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cultural materials and activities. Some materials and activities that
are generated can be documented through pictures, slides, cassette re-
cordings and videotape (1977:152),
The most critical and important component of Pasternak’s model is
the inservice component consisting of a "foundation program" led by a
multicultural instructional team that is created for the " support
and encouragement of cultural diversity through the exploration of these
four areas:
1 - Multi-Ethnicity/Multi-Culturalism—differing languages, be-
liefs, values, behaviors, lifestyles.
2 — Social Systems/Organizations
—differing roles, norms, power
structures, decision-making processes, related beliefs and
values.
3 - Educational Belief Systems—different values and beliefs re-
lated to the how, what, when and who is teaching,
4 - Multiple Talents—the concept that everyone is talented in
different ways (.1977:147).
The foundations program should be jointly planned over several sessions
by members of the community, the school staffs and the university facul-
ty-
The second year of the inservice program should be based on sub-
topics developed from interests and needs generated in the foundations
program and outstanding needs not met in the foundations program, As in
the first year foundations program, ".... the focus of the new instruc-
tional training process emphasized developing action plans, or activi-
ties and strategies, to be implemented in the schools" (1977:191-192).
Another purpose of creating an interdisciplinary instructional team is
that is can link together the various facets of the program (exceptional
child education, math improvement, social science instruction and read-
ing improvement; parent education, curriculum leadership and supervision
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and counat:
1
1
integrate multicultural education into all aspects of
the currl.Mlum and school environment (1977:192). The result is that all
improvemei,! q in the school's organization and curriculum include multi-
cultural Improvements.
Plant, for administrator involvement in multicultural education must
be develop^,]
^^d implemented concurrently with the inservice component,
the develi.p,„p„r qJ Resource Center, and the programs for community
involvemeiii support of multicultural education is seen as criti-
cally impiii
) to successful implementation and the security and impetus
for increat,^! teacher involvement. One principal involved in this imple-
mentation offort stated that:
The pi hicipal is the key person in this process. As the princi-
pal, I liccame a leader in the development, utilization and inte-
gratitiii of the concept of multicultural education in all phases
of the ochool program. My support and active involvement in the
multl( It I Lural program influenced many others in the school to
parti. I,,;, te (1977:201).
The inipleiiii),,tation plans must make provision for principal involvement in
the planning, ^^d preparation of the project with the special project
stiiff, tea. tiers, school system personnel, parents and all other indivi-
duals and )i| oups involved in the project. In addition, the project
should be prepared to provide a consultant to work with the principal on
an ongoing basis to further explore the principal's role in the "....
process an.j potential of planning all-school multicultural activities."
(1977:201), This might also aid the principal in better identifying his/
her needs and to develop better views of the school leadership role (1977
201 ).
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Finally, Pasternak’s approach for implementing multicultural educa-
tion Includes individualized curriculum development with teachers. This
activity constitutes the bulk of the action and resources in the model.
Integrating multicultural education with individualized curriculum devel-
opment is the key to the curriculum improvement success of the model. In
this way, responses to general curriculum development and improvement re-
quests includes the introduction and facilitation of multicultural con-
cerns operating from the assumption that teachers may be more willing to
listen to new ideas if it is part of the process of meeting self-identi-
fied needs and concerns. As one member of Pasternak’s curriculum leader-
ship team stated:
In working with teachers on various improvement projects, I was
constantly alert for opportunities to make suggestions or present
ideas that would help them integrate multicultural activities in-
to their classes and lessons .... When teachers began developing
specific activities, I was frequently able to bring them into
contact with materials of a multicultural nature and with avail-
able resource people (1977:224).
This is one way that this approach can facilitate the integration of mul-
ticultural education and individualized curriculum development. Another
useful method cited by Pasternak is to assist a teacher to develop stra-
tGgies and materials based on the teachers’ initial concerns and to then
introduce multicultural concerns and a second consultant for multicul-
tural curriculum inclusion.
jjgYing reviewed the three implementation models, let me next ex
amine one final implementation study—the Rand Corporation’s five volume
Federal Program Supporting Educational Change (McLaughlin, Mann, et. al.
1974) . Though this study does not involve itself specifically
with the
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implementation of multicultural curriculum, it is a broa.i l.ngcd framework
to approaches and techniques for educational change that luomlses to have
significant implications for implementing multicultural i ii, rlcula. In
addition, the processes of change outlined from this study form the basis
and organization of the case study narratives in Chapter l|t,
-phe process
of change as outlined in the Rand Study is divided into llitee conceptual-
ly distinct but practically overlapping states—Initiation
,
implementa-
tion, and Continuation/Incorporation.
The initiation phase is described in Volume I of the ntudy as the
stage which ....
".... occurs when [those seeking change] conceive and Tormulate
plans, seek resources, and make decisions about which projects
they should select and support (1974:3)
This stage of the process includes the involvement of inli tnting person-
nel, the involvement of central "actors" in the process, t bp gathering
of information, and the planning of implementation activii ips.
The implementation phase of change begins with a wich-mLng of the
circle of significant actors involved in the change effori
,
"In the implementation stage, the project confronts ttin reality
of its instructional setting, and project plans must ho trans-
lated into practice .... as a consequence of the inst uictional
characteristics of local school systems the implement ni (on of
those educational innovations that result in signif Ic.-iof change
intrinsically involves a process of mutual adaptation (between
the innovation and the particular institutional settin^) (1974:
3-4).
The final stage, the continuation/incorporation phase, occurs after
implementation when ....
".... an innovative practice may lose its special projopt status"
and become part of the routinized behavior of the lorn 1 school.
• Incorporation represents the most serious commitment en the part
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of the district .... and decisions must be made about not only
whether but also what components of and on what scale a prolect
should be continued (Vol. 1, p. A).
McLaughlin, Mann et. al., have pointed out that different activities and
decisions are involved in each of these three stages, the significance of
actors and issues changes from one stage to another, and the the support,
commitments, and decisions made in one stage affect what occurs in the
later stages.
^itially
,
the Rand study revealed a number of other design specifica-
tions important to the process and success of change. Among those were
the following:
1. Ongoing process planning permitting frequent re-assessment was
found to be most effective (Vol, V, p. 65).
2. The most effective training plans for • innovation are concrete
’’how-to-do-it workshops" given by local personnel (Vol, V, p. 65),
3. Local development of project materials contributed to implemen-
tation and the amount of change (Vol, V., p. 65).
A. Project success was more likely where participants formed a
."critical mass" to provide mutual support and share ideas (Vol, V,, p,
65) , There were many other design specifications that were derived from
the study but which are not critical for the purposes of this review.
I will now summarize my assessments of each of these models and
approaches for implementing multicultural curricula, beginning with that
of Carl Grant, et. al. , (1977). I believe that this model has many
strengths. First, purely as a Model for inservice preparation for mul-
ticultural education. Grant’s model is a most comprehensive and ideal
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model. Secondly, the process utilized in this model is action-oriented
and dialogical, which is necessary if the results are not to remain mere-
ly academic. Thirdly, Grant’s description of the process contained in
the model indicates that its knowledge component conveys to teachers much
of what is contained in the "Analysis of American Society and Schools"
with which this chapter began. Fourth, the model involves teachers and
other school personnel in examining their roles in the perpetuation of
negative social, political and economic conditions. Finally, the model
provides opportunities for teachers to practice using new multicultural
knowledge and teaching approaches in simulated situations.
However, despite these strengths, I also perceive some serious short-
comings in Grant’s model. First, though the model involves teachers in
examining the racial and cultural practices of schools, it has no pro-
vision in the affirmation phase for seriously addressing these issues on
a structural or organizational level beyond curricular inclusions and in-
volving significant other participants in the curriculum. Secondly, ac-
cording to Grant’s description of the model, no provision exists for al-
4
tering curriculum policies on the system or school level in any official
sense. Finally, no provision exists for significantly altering teaching
styles and approaches which Cuban (1972) and others indicate is critical
i;. multicultural education.
The second model I shall assess is the Esperanza Model. Let me be-
gin by describing what 1 believe are its strengths. First, the model
begins the learning and implementation process with an examination
of the
personal and professional needs of school people in relation to
the
Some research indicates that this is a necessary firstchange efforts.
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step in any effort at change in schools, CSarason, 1971). Secondly, the
model seeks to develop a comprehensive knowledge base in teachers and
aids the development of their ability to interact with each other con-
cerning their new knowledge and understandings. Thirdly, the model in-
creases teacher interaction and collaborative working relationships which
constitutes their own support system for multicultural education. Fourth,
the model includes an implementation phase which does not leave the use
of new knowledge, abilities and curricula to chance. And, finally, the
model provides processes to directly transform new knowledge and resourc-
es into curriculum activities.
On the other hand, I see the following weaknesses in the Experanza
Model. First, the largely lecture formats utilized extensively in parts
of phases one and two may not be compatible with the exploratory, inter-
active, questioning nature of discussions of self-needs or of handling
value clashes and emotional responses to the new knowledge generated in
spite of the discussion sessions attached to these activities. Secondly,
the approach assumes that the Implementation of multicultural education
calls for plans no different from implementing any other innovation. It
ignores the fact that implementing multicultural education engenders more
emotional responses and value clashes in teachers and other significant
adults that does, for example, individualization or team teaching.
The work of Michael Pasternak is the third approach I wish to
assess
The strengths of this approach are as follows. First,
Pasternak begins
his process with an examination of the school’s organizational
structure,
values and beliefs related to racial, ethnic and cultural
issues. Se-
condly, his approach integrated multicultural concerns
with other curri-
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culum development concerns. Thirdly, the approach sees the supreme im-
portance of administrator and community involvement in multicultural cur-
riculum development. Fourth, the approach involves teachers in activi-
ties related to the theoretical supports and practical applications of
multicultural education. And finally, the approach met teacher and
school defined needs as well as furthering the development of multicul-
tural curriculum.
There are some questions regarding the utility of this approach.
Obviously, an approach as complex and thorough as this one cannot become
operative without a massive outlay of funds and resources—accomplishable
only through Federal grant projects such as Teacher Corps or an unusual
mutual commitment on the part of a university and a school system. And,
because of the complexity of the project and its individualized nature,
it is doubtful that many teachers could receive the same kind of compre-
hensive preparation for multicultural education that is represented in
models like that of Carl Grant (1977) , Multicultural knowledge and un-
derstanding in this approach, beyond those achieved in the first year
foundations program, came in small increments related only to a practi-
cal task at hand.
The final approach, I wish to assess is that described in the P>.and
Corporation's study. Federal Programs Supporting Educational Change
(McLaughlin, Mann, et. al., 1974). I have identified several strengths
of the Rand model for change. First, the Rand model is a generalized
approach to the issues related to any efforts at change in schools.
Secondly, as a model for change, the Rand Study reveals new concepts
about the relationships between innovations and institutional settings.
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Thirdly, the model that emerges has the ability to respond to new know-
ledge concerning institutional change in schools. And finally, the model
provides a total evaluative framework for monitoring and- examining change
efforts
,
The only weakness that I believe the model has is that, because it
is a generalized model, and because multicultural curricula as used in
this dissertation departs significantly from most other innovations,
there is no supportive research available to determine whether or not it
is in actuality useful for implementing multicultural curricula.
Summary
. My review of those models and approaches to implementing multi-
cultural curricula has surfaced some critical characteristics that must
be included in implementation attempts. I believe the following to be
among the critical strengths necessary to any model or approach for im-
plementing multicultural curricula.
First of all, any -model or approach for implementing multicultural
curricula must include an inservice education component. An inservice
component should consist of dialogical, action-oriented learning experi-
ences that include transmission and discussion of the kinds of informa-
tion contained in our critique of American society and schools as well as
more specific data on racial and ethnic issues. School personnel should
be involved in examining their own roles in the perpetuation or negative
social, educational, political and economic conditions for non-white and
poor students and parents. Finally, inservice efforts should include
opportunities for teachers to experience simulated multicultural educa-
tional practices.
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Secondly, the process of change must involve school personnel both
in leaking some behavioral regularities of their school and in examining
their school setting as aa institution. Procedures for increasing teach-
61^ interaction and collaboration in working relationships must be initia-
ted. In addition, teachers must be involved in examining the school's
organizational structure, value and belief system in relation to racial,
ethnic and cultural issues.
Thirdly, integrating the change effort into the school’s concern
areas is an important aspect of any model for implementing multicultural
curricula. Processes should be instituted for directly transforming new
knowledge and resources from inservice programs into curriculum activi-
ties, Multicultural concerns should be integrated as fully as possible
with other curriculum development concerns in the school.
Finally, multicultural curriculum implementation must also be view-
ed as institutional change. For this reason, the involvement of admini-
trators and community members in multicultural curriculum development is
crucial. The involvement of administrators insures support and authori-
ty for complete implementation. Because public schools are citizen sup-
ported, it is necessary to develop a "critical mass" of participants and
supporters from among community members. Attention should be paid to the
degree to which the implementation of multicultural curricula in a school
"fits" the institutional structure of the school and the potential ways
in which both the change and the school "mutually adapt" to each other.
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The "Transform! St:'* Conception of Multicultural Education
In order to provide a definitive conceptual framework for this study,
a conception of multicultural education was developed to Inform the de-
sign of the study and to guide the evaluation of the attempts as multicul-
Lural curriculum change. I will first, briefly outline and critique the
dominant conception of multicultural education. Then I will describe the
underlying promises and assumptions of the "transformist" conceptions of
niulticultural education, outline its general objectives and resultant
educational approaches.
Many of the more widely known conceptions of multicultural education
are based upon some of the assumptions underlying the legislative efforts
of the Federal and state governments discussed in an earlier section of
the review. These conceptions of multicultural education share several
general objectives in common.
One of these objectives can be stated as follows: To infuse infor-
mation about different cultural ethnic and racial groups into the school
curricula (Bernier and Davis, 1973), This is a necessary objective in
any conception of multicultural education, It constitutes a significant
part of the core of multicultural education,
A second objective is to integrate concepts and ideas related to
American ethnic cultures, American society and inter-racial relations
into the standard school curricula (Banks, 1975) , This objective is also
an important part of the core of multicultural education,
A third objective is to develop more positive interactions between
different racial groups of students and between teachers and non-white
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students. Though an admirable and unassailable objective, it is often
taken to be the primary purpose of multicultural education. The 'problems
of American society are not resolvable only through improved inter-groups
relations, but must be accompanied by changes in economic and social
structures as I have argued previously.
The fourth objective is to develop a school environment that supports
and accepts cultural and racial diversity (AACTE, 1974). This objective
is also a necessary aspect of multicultural education. However, this ob-
jective is usually reduced to attempting to Improve inter-personal rela-
tions, culturally representative pictures and images, and policies again-
st racial name calling.
A final objective is a very general one—to further the ideal of
racial and cultural pluralism in the society at large CAACTE, 1974; U. S.
Congress, Educational Amendments of 1992), The problem with this objec-
tive, of course, is its vagueness,
.These objectives can be largely accommodated within the existing
structural constraints of most schools and are not likely to lead to
long-lasting changes that will significantly improve the learning of
pupils particularly non-whites and those from poor backgrounds. In this
sense, current conceptions may be termed "reformist" in nature in that
they attempt to change individuals and minor aspects of the school pro-
gram rather than larger, more critical and dominant structures and regu-
larities of the school and the school system itself, such as changes in
school governance, changes in official policy about what kinds of acti-
vities constitute learning and achievement, student categorizing and
other aspects of the system.
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In contrast, the conception of multicultural education used in the
attempts to design and implement multicultural curriculum change’ describ-
ed in this study is "transformist" in nature in that it emphasizes ob-
jectives that will contribute to structural changes in the school and the
growth and development of students as knowledgeable social activists. The
underlying premises and assumptions of this conception are the following:
1. American society and social structure are racist and Anglo-
conformist in that the social structure perpetuates econo-
niic, political, and social inequalities by race and social
class CStent, Hazard and Rivlin, 1973; 20; Katz, 1971:xxiii;
and Hamilton, 1971:370:382).
2. The structures, values and behavioral regularities of pub-
lic educational institutions assist the social structure’s
perpetuation of racial and cultural inequality through the
maintenance of a monocultural ideal of learning which ac-
cepts only a small range of learning styles, learning con-
tent, and learning experiences; which holds little relevance
or relationship to the lives and concerns of most students
from lower-^class backgrounds; that accepts and furthers a
belief in the superiority of Anglo-American industrial cul-
ture; and that generally places certified personnel in the
positions of transmitters of learning and the student as
a passive recipient, (Bowles and Gintis, 1976; Carmichael,
1976; Carnoy and Levin, 1975; Cuban, 1972; Hamilton, 1971;
Katz, 1971)
,
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3, The structures and values of American educational institu-
tions prevent the effective exercise of democratic power
by non-white and other generally poor groups through cen-
tralization of power by appointed or elected elites.
The structures, policies and norms of American educational
instructions create situations in which non-white, working-
class and poor students experience higher drop-out and sus-
pension rates CLichter, 1962; 2, 10), lower academic achieve-
ment, and less access to the materials and conditions neces-
sary for success in the system CLichter, 1962:2, 10).
5. No significant improvements in learning for non-white and
other poor students can be effected without significant
changes in the structures, value orientations, and behaviors
of American public schools,
6. The structures and policies of American public schools in
interaction with the social and economic realities of
American society tend to continue the placement of students
from lower-class and poor backgrounds back into similar
socio-economic positions and to keep non-white students
below the caste-like job celling (Bowles and Gintis,—
1976; Ogbu, 1976) ,
A program of multicultural education must begin with the following
assumptions; (1) that full equality and pluralism in American society
requires radical change in the several structural barriers that exist in
American society; (2) that the schools are institutions largely suppor-
tive of the major barriers to equality and pluralism American social and
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economic structures, r/tclsm and Anglo-conformity
; and, (3) that part uf
a more generalized appi oach to social change that must begin in eduiMi ton
should pursue the unknown limits of institutional change within our pre-
sent social and economic structures and strive for raising the conscious-
ness of students and fu'hool personnel about the realities of American
society. Based on thonc assumptions about American society and schools
and the above stated purposes of multicultural education, the "translor-
mist” conception of multicultural education contains the following ob-
jectives;
1, To assist school staff, students and other citizens to ac-
quire knowledge, understanding and appreciation for the
experiences, histories and accomplishments of non-white
' and other poor and working class groups in American socie-
ty.
2, To assist school staff, students, and other citizens to
be able to examine American history, culture and institu-
tional conf igiirations from the perspectives of non-white
and other poor groups; as well as racial, unpopular per-
spectives dovo loped by some social scientists and social
and political activists,
3, To assist school staff and students to be able to eluci-
date the institutional causes of racism, class prejudic-
es, sexual ami other biases; and the causes of poverty.
A. To assist school staff, students and other citizens to
develop sensitivity and awareness toward the underlying
values, attitudes and stereotypes that frequently impede
interpersonal communication between members of different
racial and ethnic groups.
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5. To assist school staff and students to understand the
historical, social, political, economic and psychological
factors that have produced contemporary conditions of in-
equality, domination and alienation in American society.
6. To assist in the establishment of changes in school policy
that will cause the schools to become more responsive and
accountable to the communities they serve.
7. To develop a school environment in which the concerns,
ideals, cultural values and behaviors of all ethnic and
racial groups in the community can be represented, ex-
pressed, encouraged and fulfilled.
8. To develop a school environment and learning program
based on "dialogical” encounters involving school staff,
students and members of the community to assist the de-
velopment of critical consciousness concerning the nature
of their collective, specific groups and individual re-
alities ,
It should be pointed out that these eight objectives are, for the
most part, long-range goals of multicultural education. Several con-
straints, that have already been discussed, penenially impede their imme-
diate achievement. However, one of the several purposes of the trans-
formist” conception of multicultural education is to attempt to work
through these constraints,
C H A P T i: K III
IMPLEMENTING MULTICUI;|'III<al EDUCATION IN AN
URBAN HIGH SCHOOL:
-[-wo CASE STUDIES
In this chapter, two case studl«<r 4 of efforts to implement multicul-
tural curriculum in an urban high solmol will be described. The subject
of the first case study was a bilingual unit which utilized some of the
techniques developed by the well-known Foxfire oral history project.
The subject of the second case study was a multicultural U. S. history
course entitled, U. S, History; Social and Historical Problems of
American Ethnic Groups." Prior to presenting the information and data on
each of these studies, I shall describe the general research approach
adopted for these studies.
Approach to Ihe Studies
The two case studies will be approached as qualitative field studies.
Whereas the purpose of experimental quantitative research is hypothe-
sis testing, the purpose of qualitative field approach is hypotheses
generation (lannocone, 1975:222), The research effort in this disserta-
tion is exploratory. It attempts to examine data and generate hypotheses
in areas heretofore largely unexplor»-d—Implementing effective programs
of multicultural curriculum. Second ly, a field-study is the best ap-
proach for these case studies primarily because, as lannocane states.
The field study functions best when it has as its goal the basic
research concern for the discovoi v of researchable problems bet-
ter conceptualized than are the dilemmas of day-to-day life ....
and results in identifying, clarifying and restating problems
.... as conceptual hypotheses for future verification studies
a975;224) .
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This statement aptly describes the purposes of the present study.
The narratives for each of the case studies will be organized into
a format based on the phases of the process of change delineated by the
Rand Corporation’s study. Federal Programs Supporting Educational Change
(1974). As outlined in Chapter II, these phases are the following: (1)
Initiation; (2) Implementation; and (3) Continuation/Incorporation.
The narrative for the initiation phase of each case study will in-
clude documentation of the processes and activities involved in concep-
tualizing and developing the innovation, the problems and needs it was
designed to resolve, specific institutional conditions that were observ-
ed to play a part in the existence of these problems and needs, the place
of the innovation in the site institution, and the roles and placement in
the institution of the significant actors involved.
The implementation phase will describe the process of refining the
curricular innovation, the widening of the circle of actors involved, the
strategies used in seeking support and approval, the problems encounter-
ed and the strategies used to resolve them, knowledge of the school and
the school system revealed through the process of change, and the types
of support and opposition encountered along with their impact on the pro-
cesses of acceptance and implementation. The initial implementation of
each curricular innovation will also be described along with the process
of "mutual adaptation" taking place between the innovation and the school
structure. A definition and specifications about the operation of the
concept of mutual adaptation were presented earlier in Chapter II on the
Review of Related Literature.
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Finally, the continuation/incorporation phase will describe the
factors, conditions and problems that are or may affect the future of
^he implemented curricular innovation, the strategies employed to a—
chieve incorporation and continuation, and the degree of commitment to
continuing and incorporating the innovation displayed by those involved
in the change effort.
In obtaining information on the various aspects of each of the
phases described above, several data sources were used, including school
documents, materials pertaining to curriculum, my notes as a participant/
observer, and interviews of key informants. These data sources are more
specifically delineated below.
School documents
1. Memoranda from and among project and school
pants.
system partici-
2. Program proposals.
3. Letters to and from the State Department of
ject staff, and school staff.
Education, pro-
4. Policy committee meeting minutes.
5. Project reports.
6. School records.
Materials on curriculum
1. School system curriculum guides.
2. Course outlines.
3. Curriculum units and lesson plans.
4. Student curriculum products and writing samples.
5. Program evaluations.
Participant/observer notes
1, My notes from meetings, process observations , '-class obser-
vations, event observations.
2, Teacher intern notes from implementation activities.
3, Teacher intern notes on curricular innovation activities
and progress.
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Interviews
1. Interview of Program Planning Specialist by Project Director.
2. My interviews of teacher interns and participatory teachers.
3. My interviews of student participants.
Information from these various data sources will be collectively
used to develop the narratives for each of the case studies. Sources
will be more specifically cited in the narratives. The absence of data
also be noted in those instances in which such acknowledgement is
thought to be appropriate. No data were available from achievement tests
or other quantitative tests since such tests were not utilized in either
of the two case studies. However, other measures for assessing the de-
gree to which an innovation was successful are utilized in the narra-
tives, such as absentee and disciplinary records, observational indica-
tors of student learning and involvement, and analyses of students’ grow-
th as reflected in their writing samples.
There are several limitations to these methods of data collection
and organization. First of all, they essentially constitute a record of
information organized and viewed from the perspectives of participants
.favorable to and working toward implementation of the curricular innova-
tion. They include only hypothesized views of opponents and neutral mem-
bers of the school staff based upon (1) reports received of their ac-
tions and statements, and C2) statements and actions observed and record-
ed by project staff, teacher interns and involved teachers in support of
the changes sought. Therefore, although some effort was made to be ob-
jective, the perspective of the narratives was probably unavoidably and
unconsciously biased to a certain degree.
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Secondly, in both case studies data gathering and recording were
initially the result of protocols established by the Teacher Corps Pro-
ject staff for all project activities. Project determined data gather-
It^cluded innovation observations records of implementation inter-
actions and activities, correspondence, planning meetings, records of
problems and problem resolutions, proposals, and school staff responses
to Innovations. Once I decided to conduct case study research on these
two efforts at multicultural curriculum change, the pre-established
method of record-keeping was intensified and/or modified and records
were kept in greater detail. However, in some instances data were re-
trospectively recorded through interviews, and events constructed from
participant notes and documents to compensate for earlier ommission in
the data.
Case Study No, 1; The Bilingual Foxfire Program
The Bilingual Foxfire Program was based on the Foxfire concept of
George Ives (1975) through his research on literacy training in rural
Georgia, The Foxfire concept began as a method of teaching reading and
writing to illiterate and semi-literate people in rural Georgia by en-
gaging them in the examination of their own cultures, environments and
lives. The Foxfire concept is also related to the social literacy
training theories developed by Paulo Friere (1968), The Frierian social
literacy concept includes the Foxfire concept but is also designed to
engage people in collective social action to improve their own human
environments and circumstances (Friere, 1968; Alschuler, et, al., 1972).
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Initiation phase . The germinal Idea of the Bilingual Foxfire Program was
conceived by one of the Teaclu>r Corps Project Teacher Interns,
Ms. Wilson.* The summer train I program for Teacher Corps interns
throughout the nation (CorpsmcMiilu^r Training Institute, 1976) included
some introductory training in iiml. ticultural education. During this train-
ing, the interns were introducod to the Foxfire concept. Ms. Wilson ini-
tiated a project among a group of other interns to gather, at their re-
spective project sites throughout the nation,
.... a group of students together for the purpose of exploring
and documenting folklores and folktales and legends surrounding
the past and present history and customs of their (students)
ethnic groups and cultures (Wilson, 1977).
These materials were then to bi* gathered and collected into a magazine
format for national publication. The interns saw this as ....
, , .
,
a wonderful way for ini urns and students to learn about the
values, customs, and traditions of other people; as well as to
discover new insights conct'ining their own culture (Wilson, 1975).
On her return to the project site, Ms. Wilson began to discuss the
magazine idea with the other throe Teacher Corps Project interns, their
Team Leader and the Project Director. With their agreement, Ms. Wilson
then approached the two bilingnnl and the ESL teachers in the school with
her idea. These three teachers agreed to pursue the idea further with
her.
On the advice of the Project Director and Team Leader, Ms. Wilson
developed a brief proposal togt'iher with the three teachers for submis-
* To insure anonymity, the nanu' , Ms. Wilson, was adopted as a pseudonym
for this intern. This practice of using psendonyms in referring to
specific individuals will be followed throughout the remainder of the
dissertation.
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sion to the Principal. The Principal reviewed the proposal and gave his
tentative approval to their efforts to develop the program idea more
fully and to explore its implementation. The proposal stated the follow-
ing goals for the program;
1. To involve students in the exploration and documentation of
the past and present history and customs of their ethnic
group (s) and culture(s)
.
2, To provide students with the opportunity to take an ac-
tive role in the creation and direction of their own educa-
tional experiences,
3, To help students gain further insight and awareness into
their own culture.
4. To teach students about the lifestyles, values, customs and
traditions of other peoples and cultures who they might not
ordinarily come in contact with (Wilson, August 17, 1976:2),
At this point, project staff, teachers and Ms. Wilson viewed the
proposed program as a supplement to the existing bilingual and ESL pro-
grams. The bilingual program was essentially a separate part of the
school's instructional program. Most students in the program received
instruction in the four major subject areas plus instruction in both
English and Spanish language arts from the two bilingual instructors.
One of these teachers had no other teaching responsibilities. Interac-
tion between the predominately Puerto Rican bilingual students and other
students took place only in physical education, industrial aits classes
and the cafeteria. Moreover, they went to these classes and other acti-
vities as a group. Only the ESL teacher was attached -to another compo-
nent of the school—the Foreign Languages department.
The school was homogeneously grouped and organized strictly
on a
departmental basis. Furthermore, both teachers in the bilingual
program
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were only recent college graduates, but were also new to the school
'^ith (inly one and two years of experience, respectively. The bilingual
prog I HI,, existed in the school due to the mandates of the Massachusetts
Traiui
I Lional Bilingual Education Act, which requires the existence of a
foriiui
I bilingual program in any high school with twenty or more students
who9« predominant language is other than English (Massachusetts General
• Education Codes, 1974). There were 22 students in the bilingual
prog I „in.
Imp I t'inentation phase . In early October 1976, the Project Director sug-
gest n,) to Ms. Wilson that I become involved in developing and implement-
ing (lie program as the project’s Program Planning Specialist. Through
roy involvement, several new elements were added to the proposed program.
Thesu new elements all derived from my "transformist" conception of mul-
ticulinral education which I discussed in Chapter II.
I'lrst of all, I felt that the program’s activities and objectives
should be based more firmly on the social and political realities of the
studuiit’s lives, and less firmly on the single goal of producing a maga-
zine futicle. I also thought that steps should be taken to integrate
proctitiRes into the program that mightassist its further development and
expaiiRion to include other groups of students in the school. These
procuRRcs sould be implemented in three stages. The first stage was de-
siguud to involve only the bilingual students and examine only
Hispanic
culliuo, politics and history. It was felt that such a pilot effort
would he more manageable initially and also help to protect
the Hispanic
stiulcMds from negative experiences with Anglo students who,
by and large,
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displayed better developed basic academic skills and who, moreover, held
some obviously racist attitudes.
In the second stage the program would be expanded to include selec-
ted students from a Spanish culture class taught by the ESL teacher as
part of his foreign language department responsibilities. An effort would
also be made in. the second stage to include selected Black American stu-
dents, Before entering the program in this second stage, students would
all undergo brief awareness training sessions. These sessions would be
designed to prepare the students for the program’s tasks as well as to
attempt to reduce their biases and provide them with information that
might lead them into a more detailed examination of their own racism.
The third stage would expand the program even further by opening it
up to any student in the school who desired participation. These three
phases taken together were viewed by Ms. Wilson and I as a way to system-
actically develop the program with continuous evaluation, re-adjustment
and expansion cycles that would, hopefully, increasingly legitimate it as
a viable and important learning activity.
In such an approach, students would take on major decision-making
roles in activity selection once the program was underway and, thereby,
help students improve their self-esteem and learn to take control of
their own lives. It v/ould also result in significant time being spent
involving students in reflective examination and analysis of the social
and cultural phenomena affecting their lives.
These changes were incorporated into the proposal (See Appendix A)
and submitted to the Principal and the Policy Committe for action
on
October 19, 1976. By this time, the program had been
redesigned to pur-
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sue the following objectives;
1. To provide community field experiences for Hispanic
students in the school’s bilingual program to assist the
development of positive awareness of themselves in their
own community environment.
2. To assist Hispanic student to reflect on the issues re-
lated to their being immigrants.
3. To provide learning experiences that assist Hispanic
students’ development of positive personal and group iden-
tities .
4. To provide Hispanic students with meaningful ways of ac-
quiring basic skills in reading and writing in both
Spanish and English.
5. To assist Hispanic students to develop skills in English
and Spanish language arts and social studies through the
exploration of their own cultures.
6. To help Hispanic students to develop methods of analyz-
ing social and cultural phenomena.
1 , To provide Hispanic students with opportunities to learn
to operate photographic and recording equipment.
8. To assist Hispanic students to develop research skills
in observation and in interviewing (Brown and Wilson,
October 19, 1976).
The decision-making process for the implementation of new programs
in the school had been developed by the Teacher Corps Project (See
Chapter I) . All proposals for new programs were to be submitted on the
school system’s "Proposal for Divergent Educational Project" form
(Worcester Public Schools, 1976). One copy was to be submitted to the
school principal for an initial feasibility examination and one to the
Teacher Corps Project Director for anticipated distribution to the
Policy Committee. If deemed technically feasible by the
principal, pro-
posals would then be submitted to the Policy Committee
for examination,
discussion, recommendations, approval or denial. All
major school sys-
Ill
tem personnel responsible for system-wide curriculum and educational
programs were members of the Policy Committee. These members were: The
Director of Program Development, Supervisor of Secondary Schools, Super-
intendent’s Cabinet Assistant for Governmental and Community Relations,
and Assistant Superintendent in charge of Instruction. The Policy Commit-
tee also included the school’s principal and three teacher representa-
tives. Proposal developers would be present for discussion and defense
of their proposals. Final implementation would take place under sche-
dules and conditions determined by the Policy Committee and the princi-
pal, the teaching personnel involved, the Teacher Corps Project staff and
other involved personnel.
The Bilingual Foxfire Program proposal was submitted to the princi-
pal on October 19th and approved as submitted by the Policy Committee on
October 22, 1976 (Policy Committee Minutes of October 22, 1976), The
scheduled date for implementation was November 15, 1976, The pilot phase
was scheduled to terminate on January 30, 1977, with an evaluation com-
pleted on that same date (See Foxfire Program Proposal, Appendix A).
The Teacher Corps Project supplied the funding and materials neces-
sary to implement the program with the exception of teacher time. In
particular, it supplied the text materials, photographic and audio record-
ing equipment and supplies; travel and consulting fees for consultants
from the Institutional Development and Economic Affairs Service,
Inc. to
introduce the idea of Foxfire to the students and orient the group
to its
tasks. The Teacher Corps Project also informed Ms. Wilson, the
bilingual
and ESL teachers that Project staff would be available for consultation
for the duration of the pilot cycle.and other assistance
112
New actors were brought into relationships with i ho Bilingual Fox-
fire Program during its first week. Ms. Wilson contnctcd the two Hisp-
mc community agencies in the city to explain the prctgram and to solicit
their support and involvement. Personnel from these ug^cncies agreed to
be interviewed by students. Personnel from one agency also volunteered
to supervise and assist students on field excursions,
A sympathetic Guidance Counselor assisted Teacher Corps Project and
Foxfire Program personnel to schedule activity time fur the Bilingual
Foxfire Program within regular time slots for the bilingual program.
This consisted of forming "natural" student groupings based on common
two-period time blocks in the schedules of students.
The ten-week period of the pilot program was organized in six se-
quential parts of varying lengths. Initial planning called for students
in the bilingual program to be involved in the Foxfiri' Program an average
of two days per week for approximately two or three fifty-minute periods
on each of these days.
The Bilingual Foxfire Program began with an introductory sequence
that lasted a week and a half. This initial introduclion was conducted
by the Institutional Development and Economic Affairs Service, Inc., the
three teachers involved and Ms. Wilson, The Foxfire Idea and processes
were explained by the consultants, and film and other media were used to
(jj[splay examples of other Foxfire projects. Then the teachers and
students began to discuss what they would do in their project^ i.e., who
would be interviewed and why, how the final materials would be organized;
and how students would go about acomplishing the tasks of the project.
Personnel from La Casa Del Communidad were at this point aware of
and
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verbally committed to the program but were not yet actively involved
Cinterview with Ms. Wilson, Brown, 1977a). '
The activities of the introductory sequence occurred exactly as
planned and within the allotted time—frame. Commitments on the part of
Ms. Wilson and the teachers to the success of the Program seemed to be
strong, verbally and behaviorally
,
in that energy was willing and con-
scientiously expended by them in efforts to assure success (Brown,
1977b). Conversations with the teachers and Ms. Wilson also indicated
the they were committed equally to accomplishing the Foxfire objectives
for students as well as to the development of a product for the national
Foxfire magazine as outlined by Ms. Wilson. Student responses in the
terminal evaluation of the pilot effort indicated that they also felt
strongly about the program (See Appendix A) . They indicated that they
felt the first part of the program was ’’well organized,^' "moderately"
to "very interesting," that they learned "something important," and
that they were involved "moderately" to "a great deal,"
Toward the end of the introductory sequence, Teacher Corps Project
staff became increasingly less involved with the Program as they became
preoccupied with other Project activity, Only one or two teachers from
the school ^s staff of seventy-six (76) were aware of the existence of
the Bilingual Foxfire Program, The school administration nov^er again
mentioned the program to any Teacher Corps Project personnel (Broi^,
1977c)
.
During the second part of the Bilingual Foxfire Program, students
were trained to use photographic and audio recording equipment,
Teachers reported that they observed student interest and involvement
mounting somewhat as judged by
, consistency of their interactions
with the equipment and with ea. |, other about the equipment, their posi-
tive verbal feedback, and theli observed levels of attentiveness
(Brown, February 1977d) . This training sequence lasted one week. On
the terminal evaluation, studt=nif, reported that the second part of the
program was ’’very well organi^.,,| that they were "highly interested"
with the exception of one studunt, that they learned to use the equip-
ment well, and that their feelj||j,g qJ personal participation were in-
creased somewhat over that in t first part (Foxfire Program Evaluation,
February, 1977)
.
Through conversation and Interaction, I observed that teacher com-
mitment and expectations remalnt',! high. The circle of actors remained
essentially the same, Hispanln community agency personnel were still
not to become involved until Inter stages of the program. Teacher
Corps Project personnel remained essentially uninvolved except for ran-
dom seeking of feedback from the teachers (Project Staff Meeting
Minutes, 19.77),
During the third part of t be Bilingual Foxfire Program, students
practiced interviewing in the t Inssroom and planned their field visits.
The circle of actors increased to this part of when students began to
make phone calls to people and ngencies to obtain appointments for
interviews (Wilson, 1977) . A timnll number of students began to become
impatient about not already behq, out in the community carrying out
their tasks (Brown, June 1978) , According to the reports of teachers
and Ms. Wilson, some students | d not understand the necessity of prac-
ticing interviews. Also, the I bfce teachers and Ms, Wilson were not
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skilled in the instruction of interview techniques—though they were
using as a primary source the Foxfire manual covering these techniques;
A Manual for Fieldworkers (Ives, IDEAS, 1975). Consequently, according
to teacher reports and my interviews of Ms. Wilson, an edge of disorder
began to enter the program.
The terminal evaluation indicated that students felt that the pro-
gram was still ’’very well organized." At the same time, they also re-
ported that their interest had waned considerably. It now ranged from
^ ^’little interest" to "a lot," with most students clustered at the po-
sitive end of the scale. Most students still felt that they had learn-
ed some important skills. However, their reports of their own partici-
pation had dropped, with one student reporting "none," one reporting
"a little," and most reporting only "some" participation (Foxfire Pro-
gram Evaluation, February, 1977)
.
The fourth part of the Bilingual Foxfire Program consisted of field
visits to people and agencies in the Hispanic community, conducting in-
terviews, and taking photographs. During this part, student groups
began to move in different directions and at different rates given the
differences in their assumed tasks. Volunteers from Hispanic community
agencies became actively involved now as interviewees, field trip
supervisors, and photo subjects (Wilson, 1977),
In the first three parts of the pilot program described above all
of the students were involved in the same tasks during essentially the
same time periods. All activities were conducted in the classroom un-
der the direct supervision of the three teachers and Ms. Wilson. With
the beginning of the field visits and the introduction of volunteer
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supervisors, less supervision occurred directly under the teachers and
Ms. Wilson.
Moreov«'r, when students began to return from field tvisits with
taped interviews, notes, brochures and other written information and
materials to be processed, new problems ensued. The teachers and Ms.
Wilson reported that at this juncture, students did not seem to know
what to do (brown, 1977d)
. Some students demanded immediate attention.
The two two-hour time periods per week allotted to the Bilingual Fox-
fire Program proved at this point to be insufficient to meet student
needs. The hSL teacher, the two bilingual teachers and Ms. Wilson
found themst'l.ves carrying out Foxfire activities during regular class
time in order to avoid overly frustrating the students (Brown, 1977d)
.
Regular bilingual and ESL class objectives began to suffer noticeable
delays.
At about the same time, Ms. Wilson began to have some disciplinary
difficulties with some of the male students who were impatient about the
delays in processing the materials they had gathered. From her reports
and my observations it seemed that in their anger and impatience, the
students hntl quite obviously shaken Ms. Wilson emotionally. She then
began to display uncertainty and fear in her behaviors toward these
students (Brown, 1978a). She also seemed to relinquish leadership and
began to respond to any student demands regardless of their worth or
their relationships to the Program’s objectives (Brown, 1978a).
Finally, an additional actor became involved in the program. The
chairperson of the Foreign Languages Department, Ms, Fearing, maintain-
ed her office in a corner of the bilingual classroom. The Foreign
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Languages Department also served as a semi-official umbrella agency for
both the ESL and the bilingual programs. Until the fourth part of the
Bilingual Foxfire Program began, Ms, Fearing had operated as a hesitant,
non-approving but compliant observer of the program (Project staff
meeting minutes, December, 1977), Along with mounting disorder due to
student frustrations, other students had begun to hold loud, often un-
supervised political discussions about their findings and observations
from their field visits. In a conversation with the Teacher Corps Project
Director, Mr. Jones, Ms. Fearing made it clear that she felt that the
pilot program was disorganized and in complete chaos. This information
was passed on by Mr. Jones to the three teachers, Ms. Wilson and me.
After discussion, it was decided that an evaluation should be conducted
on the program that centered around Ms. Fearing’ s concerns.
On the following day, Mr. Jones, the three teachers and I were in-
formed that Ms. Fearing had expressed her feelings about the program to
her sister, Mrs. Johnson, the most powerful member of the superinten-
dent’s cabinet as Assistant for Governmental and Community Relations,
and that other teachers in rooms near the bilingual classroom had begun
to complain about the noise levels, Mr. Jones and I arranged for an
immediate meeting with Mrs. Johnson, At the meeting, Mr. Jones and I
restated to Mrs. Johnson what she and the other members of the Policy
Committee had been told during initial discussions of the pilot program.
They had been informed by Project staff that because the basic premises,
activities and teaching approaches of Foxfire were new to both the
teachers and the students involved, that there might indeed be
times
when disorder occurred in the program. The Members of the
Policy Com-
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roittee had also been informed that the primary reason that the pilot
proposal called for a small program of short duration was solely for
the purpose of being able to more easily correct problems as they arose
CBrown, 1977c)
.
A second meeting was held between Mr. Jones, the school principal
and I in which the same information was conveyed. Both the principal
and Mrs. Johnson acquiesced but still made clear demands that order be
restored quickly.
Finally, Mr. Jones and I met with the three teachers and Ms.
Wilson. The teachers began the meeting by expressing their frustra-
tions and concerns. They stated that: (1) the work from the Bilingual
Foxfire Program was spilling over into regular bilingual and ESL class
activities and that this eroded their other objectives for the school
year; (.2) as a staff, they did not possess enough working time to ade-
quately meet the demands of both programs (record-keeping, the year's
objectives, individual and group work time with students, editing
materials, correcting papers, etc.); and (3) that they were becoming
somewhat exhausted, and—faced with the opposition of Ms. Fearing they
were running out of confidence in their ability to successfully execute
the program. Mr. Jones and I provided them with some suggestions about
classroom and activity management, and I agreed to observe program ac-
tivities in order to determine what further assistance could be
pro-
vided (Brown, 1977c)
,
However, in spite of this multiplicity of new problems,
students
reported in the terminal evaluation that this fourth
part of the Bilin-
"well-oriented," "very interesting," that theygual Foxfire Program was
119
learned "something" to "a lot." Their self-reported participation
levels ranged from "a little" to "a lot," with the greater weight on
"a lot." (Foxfire Program Evaluation, February, 1977).
During the fifth part of the Bilingual Foxfire Program, the
students were involved in writing out the interviews from their notes
and tape recordings, getting their film developed, organizing and dis-
cussing their materials, and beginning to decide how to assemble their
magazine chapter. They were still working in small groups. Some in-
terviews and field visits were in their final stages and students were
at different stages of editing and organizing (Brown, 1977a).
I was in the classroom during these periods observing students,
teachers and activities, and Interacting with students about the pro-
gram and their present tasks. Based on these observations, I can say
that most students’ degree of self-motivation on individual and group
tasks were higher than they were prior to the program. Some students
openly displayed concern about political issues extant in their com-
munity and the boys discussed some of these issues and the people asso-
ciated with them extensively and vigorously (the girls remained apart
from these discussions but often observed and made brief comments to
each other). Transcribing interviews from tapes and editing them
was
an extensive and often frustrating task for the students.
There were
often long waiting periods (one hour to two days) for students
who
needed teacher assistance because the teachers were
Involved in provid-
ing detailed assistance to other students. This
often resulted In ex-
pressions of student frustration and anger toward
their tasks. The
teachers, in turn, would also often react with
frustration and anger
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toward the students, or rush through their interactions with them. The
workload for the teachers was sufficiently heavy to prevent any signifi-
cant attempts to re-involve three of the students who had not involved
themselves in program activities for weeks. Students who had remained
involved reported to me in convesations that they were quite interested
in the work they were doing, had learned a lot about their own communi-
ty, really wanted to work to produce a good magazine chapter, and would
like to do a program like Foxfire again (Brown, 1977f and 1978b). Some
students also indicated that the field visit part of the Program should
last longer and involve more than just interviews.
Finally, there was one unexpected outcome of the pilot program that
occurred during this fifth part. Some of the students met an elderly
Puerto Rican woman in an interview with whom they discussed Puerto
Rican and other Latin cultural characteristics. They also agreed to as-
semble a "traditional" Puerto Rican dinner with this woman on a
Saturday afternoon. This quickly became a class project with the ma-
terials supplied by the Teacher Corps Project (Brown, 1977a). ,
In the terminal evaluation, students reported that the fifth part
of the Bilingual Foxfire Program was very well organized, that they
were somewhat to a lot interested in what they were doing (one student
reported not at all) , that they learned "something" to
" a lot" (one
student reported "nothing") , and that they participated "a little" to
"a lot" (Foxfire Program Evaluation, February, 1977).
The sixth and final part of the Bilingual Foxfire Program
consist-
ed of putting the collected and edited interviews and
other materials
together in a finished product. Additional materials were
written by
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the students. They also drew pictures to accompany the written mate-
rials. On completion, the project had been in operation a full two
weeks past the allotted pilot project time. However, a product was pro-
duced with a great deal of effort from teachers. Students indicated in
informal conversations that they were pleased with the final product
(See Appendix A) and the role that each of them played in its creation.
In the terminal evaluation, students reported that they felt that
the sixth part of the Bilingual Foxfire Program was "very well organiz-
ed,’* "highly interesting," that a lot was learned, and that their parti-
cipation levels were high (Foxfire Program Evaluation, February, 1977).
The second part of the terminal evaluation can be found in
Appendix A and provides reported student views of the pilot program as
a whole.
Follow-up observations and reports by teachers and students have
indicated that some of the learnings and attitudes developed in the
Foxfire Program continued among students after the pilot program had
ended and regular bilingual and ESL activities had resumed. Three
students continued to draw pictures and graphics of Puerto Rican and
other Hispanic cultural symbols. Over half of the students regularly
fulfilled class writing assignments with materials about themselves,
their community, Hispanic histories and cultures. These
activities
continued to the end of the school year.
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£oj^inuatlon/lj^poration phase
. Due to Ll,e problems that ensued in
the fourth and fifth parts of the pilot program and the press of other
agendas on Teacher Corps Project personnel, the second state of the
Bilingual Foxfire Program (See proposal in Appendix A) was never imple-
mented. Discussion about continuation did not take place until the
pilot stage was complete. At that point the teachers made it clear
that the Foxfire Program could be continued, if at all, until the fol-
lowing year. The issue was, therefore, essentially dropped.
Neither the second or third stages, nor a repeat of the initial
pilot stage have been implemented in the school since the termination
of the pilot program. As of this writing, the pilot stage occurred
three years ago. There exists in the school no evidence that any as-
pect of the program has been incorporated into the bilingual and ESL
programs, nor in any other part of the school.
Case Study No. 2; Multicultura l U. S. History Course
The second case study involved the development and teaching of a
U, S, history course from a multicultural perspective. I will again
describe this case study in terms of the tliree phases delineated ear-
lier.
Initiation phase. The germinal idea for the course, "U. S. History;
Social and Historical Problems of American Ethnic Groups,” was conceiv-
ed by one of the Teacher Corps Project interns, Mr. Ponds. Mr. Ponds
was a Black resident of the project site city and had long been in-
volved in the social and political issues facing the city’s non-white
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communities prior to becoming a Teacher Corps intern. Many of his pre-
vious political activities involved school-related issues. One of the
initial activities of Teacher Corps interns in their site school is
tutoring students referred by teachers as those needing "remedial assis-
tance" (What Every Intern Should Know About Teacher Corps, 1976). Be-
cause of his interest in social studies as a field of inquiry and as
his chosen field of teaching, Mr, Ponds was made available to that de-
partment as a tutor.
The social studies teachers began to refer a number of students
to Mr. Ponds to provide them with assistance in reading and understand-
ing classroom materials. The majority of these referrals were from re-
quired U. S. history courses and many of these students were Black and
lower-middle-class, poor Irish Catholics, As another part of his ini-
tial intern experiences, Mr. Ponds observed many social studies and
U, S. history classes under several different teachers in the school.
His conclusion was that ",... course content and texts were highly
Anglo-conformist and taught from a dry, uninteresting, and very tradi-
tional perspective" (Brown, November, 1976).
Based on these observations, Mr. Ponds took a new approach in his
tutoring. He began providing some of the Black tutees with alternative
materials and began to discuss the historical roots of contemporary is-
sues with some of the other tutees. He assigned Lerone Bennett’s
Before the Mayflower (1962) to some of the Black students along with ex-
cerpts from other non-traditional history materials. Through these
ac-
tivities, he noted that students referred to him as students
with read-
ing problems were able to read the new materials (mostly
written at the
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same grade level as standard history texts) very easily. These same
students through interview and written examination indicated good re-
call and analysis skills at several cognitive levels. In other inter-
views with Black students, Mr. Ponds noted that they readily perceived
historical distortions in the way U, S. history was taught in other
classes and were consequently quite uninterested in the subject when
they were in those classes (Brown, October, 1976).
On October 1, 1976, Mr. Ponds informed the Teacher Corps Project
Team Leader, Ms. Pringle; Director, Mr. Jones; and On-Site Instructor,
Dr. Clark, that, based on his tutoring experiences, he wished to offer
a social studies course that revolved around social history and issues
concerning Black Americans, Puerto Ricans, Irish and Native Americans.
He was then directed to approach Mr. Wallace, a Black English and
social studies teacher, to serve as a cooperating teacher and course
sponsor and to approach me as Program Planing Specialist for consulta-
tive assistance, Mr, Wallace was the only non-white teacher in the
school, '
Mr, Ponds secured Mr, Wallace’s cooperation and his approval of
the course idea. He also discussed the course idea with me. I agreed
to work with him and Mr. Wallace to develop a course proposal. During
the final week of October 1976, Mr. Ponds and I developed the course
idea further by changing it from an elective social studies course to
an "alternative U, S. History course" that would be designed to meet
state legal requirements as well as 11th grade English department re-
quirements in the school and the school system. It was further deter-
m‘ined that the course would begin during the second half of the school
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year Glai^uary, 1977), Mr. Ponds and I also discussed and made deci-
sions on other course issues. We determined that the course would run
for two class periods each school day, and that it would be an inter-
disciplinary language arts and social sciences courses that examined
U. S. history primarily from the standpoint of non-white American ethnic
groups but with the inclusion of Irish and Italian American perspectives.
Mr, Ponds approached Mr, Wallace during the last week of October
to discuss these ideas. Mr. Wallace, according to Mr. Ponds, only al-
lov7ed a very brief discussion which did not allow him to discuss the
new ideas for the course (Mr. Ponds' notes, 1976). Mr. Wallace, again
according to Mr. Ponds' notes, merely said, fine, show me the
proposal when you get it written" (Brown, October 1976)
.
The Teacher Corps Project, in cooperation with the school system's
central administration had instituted a Policy Committee to serve as a
temporary system to aid the implementation of innovations in the site
school. I have already described this Committee in the previous case
study. Due to the needs of the policy committee, it was necessary to
begin proposal and review processes earlier than might normally be the
case. During the final week in October, after Mr. Ponds' aborted dis-
cussion with Mr. Wallace, he and I assembled a brief proposal to submit
to the principal, Mr. Keith, for his initial examination of the techni-
cal and procedural feasibility of our plans.
At this point the course entitled, "American History: Social and
Historical Problems of American Ethnic Groups," was designed to accom-
plish the following objectives at the project site school (Brown and
Ponds, 1976a)
j
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1. To assist student t, develop and refine research skills
in social studies
„i(d in general data collection.
2. To assist student inowth in the basic skills of organiz-
Ing, interpreting evaluating social data and ideas.
3. To help students itiipj-ove their uses of verbal, written
and graphic coniniuii
i skills,
4. To enhance student
, eading skills.
5. To enhance student awareness of their own ethnicity, race
and culture,
6. To improve student nwareness and understanding of other
cultural, ethnic smiI racial groups,
7. To involve student t, examining national and local his-
tory and governmeiii f^om the perspectives and histories
of various racial und ethnic groups.
8. To involve student^ Ln the examination of the U. S. Con-
stitution, Bill ot Kights, the Declaration of Independence,
the Constitution .ti the Commonwealth of Massachusetts, and
local city found Inji documents from the perspectives of
various racial anil ethnic groups.
9-, To involve studeni tn examining and being involved with
their own and othcJi communities in the city,
10. To involve student ^ tn examining the historical, social
issues of race, P“\'prty, values and culture.
11. To assist student £3 | developing more positive and rea-
listic views of t l(i.,,|j.0 ]_Yes
.
As stated in the initiol course proposal, the student program,
.... will be interdisciplinary and will utilize history, poli-
tical science, anthropn i ,,gy
,
sociology, literature, and the
fine arts. The course v,-| ii also involve periodic field trips
into the community and \‘isits to selected and relevant commu-
nity agencies and organ i -rations . The interdisciplinary and ex-
periential process wl 1 I |,ave the advantage of exposing students
to different tools and \‘lowpoints for studying, analyzing, com-
prehending, and evaluai ing the subject matter and aid the de-
velopment of specific ^indent skills Cbrown, Ponds and Wallace;
1976).
127
In addli li»n, to reading about and discussing traditional U. S.
history evcuii « and issues, the objectives of the course were to be ac-
complished lliMnigh the following activities (Brown, Ponds and Wallace;
1976):
1. Ext tuiRlve use of the city community as a research and
obMnrvation resource.
2. Wriiipii and oral articulation (by students) of ideas,
POH 1 1 Ions, and information gathered by students from
thti immunity and from classroom materials.
3. Rol ‘'-playing and simulation of real life political,
social and moral issues extant in the society.
4. ClariM and small group discussion of the materials and
isHiH*t» in the course.
5. Liti I filing to guest speakers and participating in visits
bo local points of interest.
6. Participating in designing classroom activities.
The com Me. was scheduled to be team taught by Mr. Ponds and Mr.
Wallace who wm« originally assigned to the school as a social studies
teacher. TUIm arrangement placed Mr. Ponds under the guidance of
Mr. Wallace |«» complete his Teacher Corps internship.
Other [irocedures and activities had also begun during the month of
October in inl.Mted areas of project concern. I had initiated an inde-
pendent study with Mr. Ponds and one other Teacher Corps intern,
Ms. Wilson, that involved instruction in and study of the conceptual
framework on which the proposed course was based. Much of the learn
ings from thla course were directly applied to the development
of the
U. S. history course. Mr. Ponds also extensively examined
the school
system’s newly developed social studies curriculum (See
Appendix B) and
included many of the concepts and materials from this
curriculum in
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course proposal.
Implementation phase. As I mentioned in the above description of the
initiation phase, an initial proposal was submitted to the principal
(Mr. Keith) for an examination of program feasibility and implementation
procedures. I had also contacted the State Department of Education’s
Legal Office during the mongh of October to ascertain whether or not
the course could meet state requirements for the required eleventh grade
U. S. history course (See Appendix B for Massachusetts Education Codes,
Chapter 71, Section 2). Telephone response from the State Department
of Education's Legal Office indicated that the law was written loosely
purposefully to allow local and contemporary concerns and priorities
to enter the U. S. history curricula in public schools.
During the first week of November, 1976, Mr. Keith responded to
the initial proposal with several questions. He wanted to know the ex-
tent to which Mr. Wallace was involved in developing the proposal,
whether or not the chairperson of the social studies department was in-
volved, whether or not the course could legally pass as a U. S. history
course, whether or hot the course was a duplication of Foxfire, and
whether or not students would take this course. He also commented that
"We once offered a Black History course and no one took it." (Brown,
October, 1976).
Mr. Ponds and I met with Mr. Keith to respond to these
questions.
We informed him that Mr. Wallace was involved in the
proposal but that
he had not seen the latest version of it. We also
stated that the
social studies chairperson had not been involved
because we wanted to
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determine the technical feasibility of the proposal with Mr. Keith
prior to beginning the approval process. We did agree that the next
step should be to involve the social studies department chairperson,
Mr. Lamly (Brown, October, 1976),
I informed Mr. Keith that the State Department of Education’s
Legal Office indicated via telephone that the course met legal U. S.
history requirements. However, Mr. Keith stated that formal assurance
was needed. Therefore, I agreed to obtain written approval from the
State Department of Education.
Mr. Ponds and I also indicated to Mr. Keith that the course was
not a duplication of Foxfire, though it operated from many of the same
concepts and objectives. We told him that the course was aimed at de-
veloping a meaningful U. S. history curriculum for students in the regu-
lar school program*, whereas the Foxfire program was created solely for
students in that one program. We also informed him that the course
would be significantly different from the Black History course in
that
it would meet a graduation requirement and not serve merely
as an elec-
tive, and that course content involved a great deal more
than Black
History. Moreover, we expressed our suspicion that
the selection of
teaching personnel and those persons’ selections of
instructional stra-
tegies may have also Influenced the fate of the
Black History course.
One day later, Mr. Keith gave a copy of the
proposal to Mr. Wallace
who admitted that he was not familiar with it.
I then met with Mr.
Wallace to update him on the proposal. We
also apologised for not pro-
viding him with an opportunity to read
the proposal before submission
to Mr. Keith. Mr. Wallace then
approved the proposal and Informed Mr.
Keith of his support for and involvement with the proposal (Brown,
October, 1976).
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In mid-November of 1976, Mr. Ponds, Mr. Wallace and I met with Mr.
Lamly to discuss the proposal. Based on Mr. Lamly's input, we expanded
the number of ethnic groups to be examined, agreed to seek more defini-
tive answers to legal questions, agreed to include specific coverage of
national and local founding documents and governments, and agreed to
meet with the school system’s Social Studies Coordinator, (Mr. Sams),
to obtain his approval and the approval of the school system’s social
studies committee. Mr. Lamly then stated that if all these conditions
were met, he would support, the proposal contingent on favorable re-
sponses from the state and the social studies committee (Brown,
November, 1976).
I made a verbal report to Mr. Keith on the meeting between Mr.
Lamly and us. The report included a statement of the conclusions of
that meeting. Mr. Lamly informed me that the course could not be a
two-period interdisciplinary U, S. history and English course with
dual credit due to the scheduling problems that it would cause. I ar-
gued the point and offered to bring in a school scheduling expert to
explore the possibility. He refused, stating that it simply could
not
work (Brown, November, 1976),
A final proposal was completed on November 12, 1976,
with the
agreed upon revisions (See Appendix B) , A Policy Committee
meeting
was scheduled for November 30th and a meeting with
the social studies
committee was scheduled for December 20th—the earliest
the Social
Studies Coordinator, Mr, Sams, indicated a meeting
could be held. The
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implementation process was therefore temporarily halted, Mr. Ponds and
I began to develop curriculum units, lesson plans, and other materials
for the course and asked Mr. Wallace to help us in this work. He
agreed and course development responsibilities were divided among the
three of us (Brown interview of Mr. Ponds, June 1977).
On November 30th, the Policy Committee met to discuss five propo-
sals including the U. S. history proposal. The Committee raised three
issues. These issues were concern that ".... the course might not be
elected in light of the recent experiences of similar courses across
the city (elective Black History)," "Concern about the coursers ability
to stand as a U. S. history requirement," and concern that the
social studies committee should become involved actively in looking at
the curriculum questions (Teacher Corps Policy Committee,
Minutes, November 30, 1976),
I had not yet received a formal response from the State Department
of Education to my letter of October 1976, asking whether or not the
proposed course met state legal requirements for a U. S, history course.
In the meantime, the meeting scheduled with the Social Studies Commit-
tee was rescheduled to December 21st
,
On December 21st, the Project Director, Mr. Jones, Mr. Ponds and
I met with Mr. Sams, the school 'system's Director of Program Develop-
ment, and the Assistant for Governmental and Coimuunity Relations.
Both
Mr. Wallace and Mr. Lamly were absent that day and did not
appear at
the meeting. In addition, the remainder of the social
studies commit-
tee was not present at the meeting for reasons that were
not stated.
Mr. Sams, after discussion, agreed to accept the
proposal on several
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conditions: First, that the number of ethnic groups included in the
course content be increased again. Secondly, that significant coverage
be provided for "mainstream American perspectives." Thirdly, that the
"integrity and dignity" of national documents and basic democratic
social institutions be preserved. And finally, that the course title
be changed to read "U. 5. History: Social and Historical Problems of
American Ethnic Groups." (Brown, December 21, 1976).
I had mailed a second letter to the State Department of Education’s
Legal Office requesting a determination of whether or not the course
could stand as a legal U. S. history course on December 10, 1976, but
had not received a reply at the time of the meeting with the Social
Studies Coordinator. Three issues consequently remained unresolved at
this meeting: whether or not the course met state legal requirements
for U. S. history courses; whether or not there should exist an option
to regular U. S. courses; and whether or not the course must
be taught
chronologically. These last two issues were raised but not
answered
by Mr. Sams. Mr. Ponds and I had organized the course
proposal^ and
constructed curriculum units that deviated significantly
from a strict
chronological approach to allow for more indepth treatment
of parti-
cular topical areas (i.c., class structure, reverse
tracing of the
sources of contemporary problems and issues,
etc.), and to allow for
some student initiative in naming problems
and areas to be studied.
Mr. Lamly had stated in October that he
felt that the only method for
organizing history curriculum was through a
chronological approach
(Brown, October, 1976).
133
At the end of the school day on December 21st, I informed Mr.
Keith of Mr. Sams' decision. The Director of Program Development call-
ed Mr. Keith shortly after I spoke to him to confirm the results of the
meeting (Project Staff meeting minutes, December 1976). This meeting
had occurred only two days before the school system's Christmas and New
Year's vacation began. Consequently, nothing more could be done to pur-
sue course implementation of the proposal or to resolve the remaining
questions until after January 1st—exactly one month before the start
of the third quarter of the school year, when the course was to begin.
During the first week of January, 1977, numerous noteworthy events
took place. I informed both Mr. Wallace and Mr. Lamly of Mr. Sams' de-
cision, including the several conditions of his approval. Mr. Keith
informed me that course implementation should proceed under the direc-
tion of Mr. Lamly. Mr. Keith requested a brief course description, a
list of topics in the sequence in which they would be taught, and the
initial course units. He specified that he had to receive these in or-
der to give his final approval, Mr. Lamly made the same request but
also requested a list of texts and materials that would be used in the
course. Mr. Wallace had again not involved himself and had not develop-
ed the course units he agreed to produce. We continued to develop
course units and attempted to pressure Mr. Wallace to develop the units
he had agreed to develop (Brown, January, 1977)
.
I met with Mr, Lamly in the second week of January, 1977, to
dis--
cuss course advertisement and student recruitment. I suggested
that
half of the students for the course be recruited from
current U. S.
history courses and that the remainder be recruited
from study halls,
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other classes, and from other seniors who had yet to take a U. S.
history course. He stated that absolutely no students should be taken
from current U. S. history courses because the department was in danger
of losing a teacher due to under-enrollment, I sympathized but respond-
ed by stating that a school-wide 11th and 12th grade recruitment effort
should be carried out to ascertain student need and interest, and that
students should be selected from among those interested. He then re-
ferred approval of this approach to Mr. Keith. I approached Mr. Keith
with a school wide recruitment plan and obtained his immediate approval
(Brown, January, 1977).
Mr, Ponds, Mr. Wallace and I met on January 20th (12 days before
the new quarter was scheduled to start) to discuss a course advertise-
ment sheet. Mr. Wallace developed the notes from which Mr. Ponds
wrote the advertisement. I presented the rough copy of the advertise-
ment to Mr. Keith who approved it. I then presented the course de-
scription and approved recruitment plan to Mr. Lamly. On the day prior
to this, he accused Mr. Ponds of deceit in the planning of the course.
When I confronted him, he became angry (this scene was in the hallway
between classes) and loudly leveled charges against me of being deceit-
ful and plotting to take students from existing U. S. history courses.
He stated that he felt that we (Ponds, Wallace and I) were changing
stated agreements and aspects of the course as we saw fit.
He also
contended that the list of topics to be covered and more
sample course
units had not been made available to him. Mr. Ponds
and I conceded the
final charge but publicly denied the charges of
deceit and plotting
(Brown and Ponds, January, 1977). At this point, both
Mr. Keith and
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Mr, Lamly had been, referring the decisions that had to be made on the
matter to each other.
I wrote a memorandum to Mr. Lamly stating Mr. Keith’s decision on
recruitment which Mr. Lamly had referred to Mr, Keith to make. The me-
morandom also stated that all project and school personnel involved
with the proposal should meet and collaboratively determine which
students should be enrolled in the course (Brown, January, 1977).
On January 23rd, Mr. Ponds and I met with Mr. Lamly about his con-
cerns. The meeting began and ended in angry exchanges and resulted in
little communication. As Mr. Lamly exited, he again requested a brief
one page course outline. Mr, Jones was also present at this meeting
(Brown, January, 1977),
In the next two hours after the meeting, I typed a one-page course
outline that included the major topics and elements required by Mr.
Lamly and Mr. Sams, but these were submerged as subtopics (See Appendix
B), A copy was immediately submitted to Mr, Lamly who, on examination,
claimed that it was not an outline of a history course. He immediately
took the outline to Mr. Sams and the Director of Program Development
from whom he secured agreement that the outline did not represent a
U. S. history course. He reported to both of these individuals his
charges of deceit and conspiracy. Mr. Lamly then laughingly gave Mr.
Ponds and I the history textbook in use in the school’s other U. S.
history course and said that the table of contents contained the topics
and chapter materials that the course had to cover (Brown interview
or Mr. Ponds, January 30, 1977).
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To counter Mr. Lamly^s charges of deceit and conspiracy, I develop-
ed an extensive memorandum from my notes and other project records that
listed the sequence of events and decisions involved in developing and
implementing the course proposal with a summary statement denying the
charges (See Appendix B) . The final two paragraphs of the memorandum
were as follows;
In addition to what has already been said, let me state clearly
that there has been no deception nor any attempt at deception
concerning this course or any other effort that Teacher Corps,
Mr. Ponds or Mr. Wallace has been involved in. As the steps we
have gone through clearly demonstrate, our approaches to the
school, its staff and administration have been honest, open and
public. It is aiso contrary to our approach to go over anyone’s
head in initiating any activity.
I, and the rest of the project are quite concerned about reac-
tion to decisions that have already been made, and junctures
that have already been passed. The things that we have done to
develop and implement this course we have done seriously and
honestly. They are not the result of last minute efforts to
deceive (Memorandum from Carl Brown to the principal and the
Social Studies Department Chairperson, January 26, 1977).
On January” 27th, one day after the memorandum was presented, Mr.
Jones met with the school system’s Director of Program Development to
discuss the recent events surrounding the course and it’s implementation,
and to discuss what might be done to facilitate communication between
the two groups. They decided to hold another meeting of the social
studies committee which was scheduled for early February, 1977. The
new school semester was scheduled to begin in the second week of
February. Mr. Jones then met with Mr. Lamly to ask him what was
need-
ed to implement the course. Mr. Lamly stated that he
needed the course
outline and all units completed for the course with some
sample lesson
plans (Project staff meeting minutes, January, 1977),
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At the February meeting of the social studies committee, Mr. Ponds,
Mr. Wallace aiid I presented a 12-page outline, three types of sample
units and several sample lesson plans (See Appendls B) . These materials
demonstrated that the course would utilize basic historical chronology,
allow topical and student interest explorations flexibly, and that the
outline could serve as a checklist to insure traditional content area
coverage in a flexibly organized program. The course was approved for
the second time (Brown, February, 1977)
,
Every school system and project implementation timeline had been
missed at this point (second week in February) . All other third quar-
ter courses had begun two days before the social studies committee
meeting. Mr, Ponds obtained permission from the English department to
use their junior and senior classes to explain the course to eligible
students and to conduct recruitment activities. One day after the
social studies committee meeting Mr. Keith had assured Mr. Jones and I
that a few schedule changes could be made where "appropriate” (Brown,
February, 1977). Mr. Ponds explained this possibility to interested
students in the English classes and directed them to process schedule
changes through their assigned guidance counselors, which both he and I
understood from Mr. Keith to be the appropriate procedure.
Through recruitment in the English classes and tutorial contacts,
a list of 13 interested students was developed. Six of these students
were already enrolled in U. S. history courses. Mr. Ponds informed
the history teachers of potential changes but they refused to
cooperate
because they liad not been given this latitude by Mr. Lamly.
The gui-
dance department was not informed of the upcoming changes
or the deci-
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sions made concerning recruitment. This was discovered after several
unidentified students attempting to make schedule changes were turned
away by their counselors. Most of these students were lost to the
course because no one knew their identities (Brown, February, 1977)
.
Mr. Ponds and I discovered that Mr. Keith had neglected to inform
counselors of plans made and that Mr . Lamly had told the counselors and
the U. S. history teachers that no students were to be removed from cur-
rent U. S, history courses. At this point, the new semester was three
days old. Many interested students opted out of the new U. S. history
course because of the confusion and fear of losing time in the course
and the mandatory graduation credits (Ponds, February, 1977)
.
I approached Mr. Lamly to discuss the decision made and the ensu-
ing discrepancy of events. He asked me how many students on the list
were currently in U. S. history courses. I told him that an estimated
nine out of the total sixteen students on the new course list were
presently in U. S. history courese. He responded that nine of sixteen
was not a "few" and accused me of "tricking” him through semantic de-
ception. However, I did secure permission to hold an informational
meeting for all interested students (Brown, February, 1977),
The informational meeting for students was held on February 17th.
Thirty students attended but the course ceiling enrollment had already
been set at sixteen. Course change forms were provided to those
students who requested them. The course was scheduled to begin the
following day—February 18th, When Mr, Ponds arrived at the assigned
classroom on February 18th, no students were present. Investigation
on the following day revealed that an unidentified guidance counselor
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and another unidentified person had called several parents of students
enrolling in the course and made one of four statements: that the
course could not fit students’ schedules and therefore he(she) shouldn’t
take it; the course didn’t do what a U. S. history course should do,
especially preparing students for the College Board Examination; the
course didn’t provide what their children needed; or the course would
so confuse the students schedules that they might not achieve the neces-
sary graduation credits. Consequently, many parents decided not to en-
roll their children in the course. One Black student—whose mother was
a friend of Mr. Ponds—was informed by her counselor that her mother
agreed that she shouldn’t take the course. She was physically prevent-
ed from informing Mr. Ponds by her counselor (Brown, February, 1977).
Once this problem was discovered and rectified, the course was
finally implemented—but with only eight students, none of whom were the
Black students for whom we had partially designed the course. The eight
students placed in the course had extensive records of behavioral and
academic problems and were no longer wanted by the other teachers
of
U. S. history.
Through examining the school records of the students finally
en-
rolled in the course, Mr. Ponds reached a number of
conclusions con-
cernlng these students as a group: the students
were all lower-middle
and lower-class Irish students with the exception
of two Italians (class
level was determined by comparing street
residences of students with
the city's areas of concentrations of
different ethnic groups and
soclo-ecnomic classes) . Every student enrolled in
the course had a
history of academic failure or near
failure. Every student enrolled in
lAO
In the course had a significant history of involvement in serious disci-
plinary actions. The charges that had been leveled against them includ-
ed classroom disruptions, absenteeism, fighting, truancy, improper lan-
guage, and physical threats to teachers (Ponds, February, 1977).
Based on these conclusions and the absence of non-white students
in the course, Mr. Ponds and I decided to reorganize portions of the
course to better meet the needs of the enrolled students and to better
accomplish the purpose of the course. We made several decisions. First,
we decided to proceed with the same sequence of lessons and units as
originally planned (Native Americans, Black, Americans, Irish Americans,
Italian Americans, the Depression, and the 1960*s). Secondly, we decid-
ed to concentrate on the development of those sociological and histori-
cal generalizations applicable to all American ethnic and racial groups
including their reception by Anglo or dominant American groups, the de-
velopment of racial and ethnic myths, stereotyping, secondary employ-
ment,, economic progress of groups, housing and discrimination. Thirdly,
we felt it was important to create a class atmosphere during the first
two units in which students would feel free to express their racial and
social viev^s. Finally, we decided to use portions of the time assigned
to the units on Irish and Italian Americans to conduct lessons on pre-
judice and discrimination and poverty (Brown, February, 1977).
During both the initiation and implementation periods, Mr. Ponds
and I reviewed and selected text materials for the course. Several
criteria were established for our review and selection process: (1)
the
textbook must include extensive sociological, cultural and
historical
information on all major U. S. racial and ethnic groups; (2) the text-
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book must include sections that raise and explore critical American cul-
tural, economic and political conflicts; and (3) the text must attempt
to develop a more integrative approach to American history (Project
Staff Meeting Minutes, November, 1976).
Twenty "revised" standard U. S, history texts were reviewed along
with three texts billed as multicultural history texts. The "revised"
standard texts were not found to be significantly different from their
older versions. .1 reached a set of conclusions concerning the revised
texts: The analytical frameworks of the revised texts had not changed
from those of their earlier editions of the 1960’s. The newly included
material in these texts on racial and ethnic groups was generally limit-
ed to new sections on African and Native American culture and history
including minor discussion of the development of Afro-American culture,
half page highlights of various leaders of racial groups in the nation
such as Frederick Douglas, Nat Turner, M, L. King, and Ceasar Chavez,
and a chapter on the Civil Rights and Black Power Movements. Finally,
few attempts were made to provide explorations of critical social and
political issues for course activities, and no seminal documents from
racial and ethnic groups were in the textbook’s document sectiono
CBrown, December, 1977),
Only one of the total of twenty-three textbooks reviewed even mi-
nimally met the established criteria, That textbook was titled
Minorities U. S. A. written by Finkelstein, Sandifer and Wright (New
York: Globe, 1976). This textbook contained several sections
on
Native Americans, Black Americans, Puerto Rican Americans,
Chicanos,
Asian Americans, and Catholic Americans (primarily Irish
and Italian).
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The textbook also contained comparative discussion questions and ex-
ercises as well as significant socio-economic and political research with
study questions.
The textbook also had noteable shortcomings. First of all, the
book did not fully constitute an American history text in that it did
not include sections about traditional historical data, i.e., founding
documents, governmental structures, major epochs, etc. The text was
actually constructed to serve as a companion volume to traditional his-
tory texts. Secondly, no attempt was made in the text to integrate the
histories of racial and ethnic groups through any major generalizations
or historical constructs. Mr. Ponds and I decided to use the text in
spite of its shortcomings and to supplement it with other documents
and historical data to attempt to make the course materials more close-
ly appropriate to those, traditionally defined within American education.
Having described the implementation phase up to the point of ini-
tiating the course, I will now use the remainder of this section to
describe the course in process, The second half of the required
11th
grade course in U. S. history was organized to begin with the
post
Civil War Reconstruction period according to school
system policy. Mr.
Ponds had developed a unit on Native Americans to begin
the Reconstruc-
tion period, but after questioning the students,
he felt that the cover-
age of Native Americans in their previous U, S.
history course was pro-
bably inadequate and seriously distorted. He
therefore began this unit
with a brief lecture on the history of Native
Americans through the
Civil War period (Mr, Ponds' course records,
1977),
1A3
The remainder of this unit included data about the nature of Indian
treaties, the final disposition and current socio-economic and politi-
cal situations of Native Americans, and the Wounded Knee, Alcatraz,
Cape Cod, and Maine activities of Native Americans during the. 1960 ’s and
1970' s. Unit activities included reading assignments from the text and
copies of documents, class issue discussions, and essay writing on
student selected topics—some requiring library research.
During this unit, students readily and consistently stated and ar-
gued their racial and social views and their views on the major events
of American history. Most of the students views on the fate of Native
Americans would be classified as naive and simplistic. Most of the
students felt that the fate of Native Americans was "their own fault"
(Course Records, 1977). Students felt that they should have banded
together across tribes, that they were "stupid" to let the white peo-
ple land on their shores, and that if their societies were any good
they would have already invented better weapons than bows and arrows
and spears (Brown, 19.77),
To counter these student views and to initiate dialogue, Mr. Ponds
introduced concepts such as a society's rights to its own beliefs and
ways of life, and the Duboisian theory that any society that subverts
its own beliefs and values for the sake of economic gain will initiate
its own decline as a civilization (Dubois, 1965).
Student/ responses to these points were traditional invocations,
"The Indians stood in the way of progress," "they could have
allov;ed
themselves to be integrated into the culture and government
of the
white people." Some students even posited that the
centuries of
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"primitive civilization" in which Native Americans had lived had made
them mentally and emotionally inferior to whites (Course Records, 1977).
Mr. Ponds then presented documentation of white deception concern-
ing the development, signing and prosecution of some of the treaties
made between tribes and the U. S. Government (Jacobs, Landau and Pell,
1977). This unit continued in the same dialogical fashion between Mr.
Ponds and the students. No noteworthy discipline or absentee problems
emerged during this unit. Absences existed at a normal level, no stu-
dents were late to class or disruptive. Most students completed the
reading assignments and participated in classroom discussions. However,
four students did not complete the first three reading assignments on
time. On investigation, Mr. Ponds found that the students could not
read the textbook which was rated by the publishers at an eighth grade
level
,
During this opening unit, Mr. Wallace-r-who had agreed to team-
teach the course wither. Ponds—sat in on only one session and was con-
sistently unavilable to Mr. Ponds for consultation and team planning.
Also, I had begun to meet other Teacher Corps Project duties that had
been somewhat neglected in the efforts to implement the
course and was
therefore not monitoring the progress of the course closely.
From the
very day of course Implementation, the school
administration displayed
no further signs of concern or involvement. Mr.
Lamly and other members
of the social studies department also ceased
to display any active a-
wareness of or interest in the course, its students
or its progress.
The second unit was in operation for
approximately four weeks. The
Mr. Ponds began this unit with ques-
unit topic was Black Americans.
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tions concerning existing student knowledge of Black American history
and culture and to ascertain the amount of coverage that may have taken
place in their U. S. history course. As with the first unit, the result
of these inquiries indicated that these students had very little accu-
rate information concering the history, culture and socio-economic
situations of Black Americans, and that they had received very little
instruction in Black American history and culture in their first semes-
ter U. S. history courses. They knew that Black people in America had
been enslaved until the Civil War. They had learned that Black Ameri-
cans now had all the rights, privileges and opportunities possessed by
other Americans. Finally, they had also learned that during the time
period in which the American slave trade began and developed, slavery
was not an unusual phenomenon in the world at large (Ponds, 1977).
Mr. Ponds consequently began the unit on Black Americans with a
one session lecture concerning the period of Black American enslavement
including the following topics; legal and economic issues, free blacks
slave codes, the treatment of free and enslaved blacks, slave revolts,
abolitionism, scientific and other accomplishments of Black Americans.
The remainder of the unit included information under the
following
topics; Black Reconstruction, the emergence and activities
of the Ku
Klux Klan, Black American economic development, Blacks
in the westward
movement, political and cultural development of Blacks in
the 1920' s,
the depression of the 1930’ s, the Civil Rights and
Black Power Move-
ments, and African and Afro-American culture and
cultural change
(Course Records, 1977)
.
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Teaching strategies and student activities for this unit did not
display much diversity nor conform well to the theoretical framework of
the course design. Teaching strategies and learning activities includ-
ed: lecture, discussion, small group document examination and analysis,
writing position papers assigned by Mr. Ponds, and textbook reading
assignments (Brown, June, 1978).
Student responses to this unit were similar to their responses to
the first unit on Native Americans. They felt that Black people were
enslaved due to some weakness or weaknesses of their own doing. The
fact that some Africans participated in the capture and enslavement of
others was reason enough for the students to absolve Europeans and white
Americans of guilt, blame and responsibility for the slave trade, en-
slavement, and any wrongs and inequities committed during the entirety
of American history (Brown, March, 1977)
,
The third unit of the pilot course was on Irish Americans. The
content of this unit was concentrated primarily on the early history of
the Irish in the United States. Topics included prejudice and discri-
mination against Irish immigrants, socio-economic and political situa-
tions of Irish. Americans, their values and cultural traits, their rea-
sons for immigration, and theories of Irish inferiority. Teaching
strategies and learning activities for this unit consisted primarily of
lecture, data presentations, and reading assigned in the textbook and
supplementary sources. Discussions were interspersed throughout the
unit. Many of these discussions concerned the similarities of the
pre-
judice and discrimination experienced by Irish and Italian Americans
with that experienced by non-white Americans—particularly Blacks,
the
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human and econoroic efforts of the social and racial philosophy of Anglo-
conformity, and the differences in the socio-economic circumstances
faced by European immigrant groups over time vs. those faced by Blacks
(Ponds’ Lesson Plans, 1977)
.
In this unit, most of the Irish and Italian students learned for
the first time in their lives that their immigrant ancestors had ex-
perienced prejudice and discrimination similar to, but obviously less
intense than, that experienced by non-white Americans. One initial re-
sult of this unit is that some students began to doubt their own racial
views. "I didn’ t know about how other people were treated in this
country." "Why are we fighting each other?" "I guess people thiiik
anybody that’s different isn’t as good as everybody else," (Brown,
1977; Brown, June 1978).
Other students, however, maintained and defended their prejudicial
views. These students made statements such as the following; "People
who are discriminated against deserve it because they aren t smart e-
nough to figure out how to succeed," "Blacks and ’PR’s do things that
make people hate’em." (Ponds, 1977).
New problems emerged at this point in the pilot course. Absentee
rates for the students in the course had begun to rise. Given
the
smallness of the class size, this created a problem in class
continui-
ty-class composition often underwent nearly complete changes from
one
to the next. The results was that classroom activities
began to
noticeably break down and this wore on Mr. Ponds. Some
of the students
also began to become involved in serious disciplinary
actions during
other portions of their school day. These
problems began to show a
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further effect on the course when students started to receive short-
term suspensions involving five students at the rate of two per' week,
liost of these students were those for whom Mr. Ponds had been providing
individualized assistance in basic skills, personal counseling, reading,
and writing C.Brown, May, 1977) , Eventually, two students were expelled
and another dropped out of school.
Administrative and collegial problems continued throughout the pi-
lot period of the course. As I stated earlier, once the course was
underway, the principal and his assistants demonstrated no further con-
cern about or awareness of the course. They made no inquiries concern-
ing the course and showed no other signs of interest or involvement.
The social studies department chairperson also demonstrated no further
concern about the course. However, second hand reports were received
that the chairperson was making generally negative comments about the
course in other quarters (Project Staff Meeting Minutes, April-May,
1977) .
The Teacher Corps Project staff, including myself, were quite
deeply involved in other project activities during this time period and,
except for occasional class observation visits and even less frequent
structured conversations with Mr, Ponds, were not involved in the
course during April, 1977, Mr. Wallace had gradually ceased to
inter-
act with Mr, Ponds and me and displayed no indications of
concerns for
the course or its potential future (Bro\>m, April, 1977).
In May, 1977, Mr. Jones met with Mr. Keith and Mr.
Lamly separate-
ly. He secured continuation of the course through
the academic year
1977-1978 with Mr. Ponds listed as the instructor of
record (He had
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completed all requirements for teacher certification) and perpetual
listing of the course as a U. S. history option (Project Staff Meeting
Minutes, June, 1977).
The remainder of the units proceeded largely in disorder due to
suspension, expulsion and truancy. Maintaining continuity and student
involvement was a difficult affair at best for the inexperienced Mr.
Ponds. He did individualize instruction during the months of May and
June by organizing learning experiences and materials based on his per-
ceptions of the personal, value, knowledge and basic skill needs of
each student.
At the termination of the pilot course, Mr. Ponds recorded some
conclusions about the course and its students: He felt that the course
did raise questions in some students’ minds about the nature of their
racial and other socio-political views. He contended that the rate of
expulsions, suspensions, and truancy prevented much of the follow-up
necessary to determine if these changes could develop into alterations
in values. He concluded that the course lacked flexibility in
alterna-
tive teaching methods and adaptation to different student learning
needs
and styles. Finally, he considered the course successful
because stu-
dents were provided information about ethnic and racial
groups and
American society in general. He believed that such
information was
important in achieving potential value changes in
students which would
otherwise have been quite absent from their education
(Brown, June,
1977)
.
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Continuation/incorporation phase
. The second year of the course (1977-
1978) should be viewed as the continuation year for this particular
change in the site school. The pilot phase of the course had been com-
pleted—or had at least survived—and school system administrators had
formally committed themselves to continuing the course. At the begin-
ning of this second year, further continuation of the course and its
incorporation into the school remained a question.
Several significant changes were made in the plans for the contin-
uation phase of the course. First, it was determined that— per the
original design—the course would be team-taught. However, no regular
social studies department teacher could be found who was willing to co-
teach with Mr. Ponds, Neither did Mr. Wallace, the cooperating teacher
of record in the first year, desire any further relationships with the
course. This led the project to decide that the course would be team-
taught by Mr. Ponds and another Teacher Corps intern—Ms. Wilson, the
Teacher Corps intern who initiated and worked within the Bilingual
Foxfire Program (See Case Study No. 1; Bilingual Foxfire Program).
The second significant change for the continuation year was
that
the project provided formal, university-based inservice instruction for
Mr. Ponds and Ms. Wilson. Though more generalized than
the independent
study provided them in the first year, this new
inservice offering was
also more comprehensive, The instruction was in
multicultural curricu-
lum and in alternative teaching strategies.
Third, the course was redesigned to emphasize
learning options for
students and the development of basic academic
and social science skills
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The learning options approach involved a structure in which students
selected projects to complete for 30 percent of their credit for each
unit. Each set of learnirg options were designed to respond to diffe-
rent student learning modalities, respond to different student learning
styles and working preferences, involve the exercise or development of
skills in reading, library research, creativity, materials organization,
group interaction, group task organization, or verbal reporting; and to
respond to different levels of academic ability. Class time at the end
of each unit was reserved for students to interact with teachers on
choosing a learning option, organizing for meeting the requirements of
the learning option or to actually work on their projects (See Appendix
B),
'Fourth, another change in the redesigned course was the formulation
and formalization of a set of class rules or "norms" which were as fol-
lows:
I. Racial slurs, toward anyone or any group will not be
tole
rated!
I
II. Everyone is expected to respect the opinions of
others.
This means that there will be no name calling, personal
criticisms or attacks, cursing or ridiculing.
III. When in doubt, ASK! At any time if you miss
directions,
instructions, don’t hear or understand something that
has
been said, raise your hand and the student or
teacher
will repeat or explain.
IV. After the start of class all unnecessary
noise and acti-
vities should cease!
V. Each person is responsible for
their own work. Cheating
or copying another person’s work will
result in a zero
Tor tilt Assignment. (Ponds, U. S. History:
Social and
Historical Problems for American Ethnic
Groups, Worchester
Public Schools, 1977).
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These class norms were printed, distributed and discussed with students
on the second day of class in September, 1977 (course records, 1977).
Finally, twenty-seven students, including tV70 Hispanic and three
piacks were smoothly enrolled in the continuation course by the guidance
department. It was discovered, however, that counselors only solicited
students from the general or lowest of the student tracks. The course
still seemed to be viewed by counselors, school administrators and other
teachers as a class designed for students identified as discipline pro-
blems, and for those with general academic problems.
The course continued to be accepted as a United States history
course that met state and local requirements. This status had become
immutable in the view of the school system because it had already been
approved as such during its pilot implementation phase,
At the beginning of the year, no one had determined or discussed
whether or not the course would continue after the end of the second
year when both Mr. Ponds and Ms. Wilson would be leaving the school
because of the termination of the Teacher Corps Project which supported
them financially and programmatically. There were still no permanent
members of the social studies department involved in any way with
the
course.
Materials that were used in the continuation year of the
course
were essentially the same as those used during the
pilot phase with
some noteable expansions. The text remained Minor
ities Other
materials were documents and exercises from other
sources with exten-
sive use of documents from To Serve the
Devil (Jacobs, Landau and
Pelle, 1976); and teacher made materials and
exercises.
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The thirteen major units in the continuation course were: Intro-
ductory Unit, Native Americans, Examining Our Own Ethnicity, Slavery in
North American, Intelligence, Race and Eugenics; Black Americans, Immi-
grants, The Court System, Labor and Women’s Movements, World War I, The
Depression, World War II, The Story of Worcester, The United States
Governmental System (Course Records, 1977).
In the next several pages, I will describe selected aspects of the
course in progress, including: unit objectives, student activities and
learning options, teaching approaches, student responses, problems en-
countered, and student outcomes.
The Introductory Unit was designed to help students and teachers
get to know each other better, establish some positive interaction modes,
familiarize students with the content, objectives and styles of the
coures; establish class ground rules, and demonstrate to students the
degree of their own knowledge about ethnic and racial groups and United
States history. These objectives were to be accomplished through seve-
ral participatory activities including: (1) a naming game
designed to
acquaint students with each other; t2) discussion of the
course descrip-
tion and the’tlass Rules and Nonr.s"; (3) playing the
"F" game which de-
monstrates the variability of how human beings perceive; W administer-
ing and reviewing the "U, S. Literacy Test” (See
Appendix B) ; and (5)
reading the introductory chapter of the text with
students to begin to
involve them in the subject matter,
According to the reports of Mr. Ponds and Ms.
Wilson, students par-
ticipated fully in all of these activities
with some , resistance from
boys toward the games (Brown, June, 1978).
The teachers felt at the
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termination of the Introductory Unit that students were involved in the
course and somewhat enthusiastic.
Teaching approaches during this unit can best be characterized as
information dissemination, activity and dialogue facilitation. Class
activities were participatory and caused students to operate in a number
of different veins.
The major objectives of the Native Americans Unit were; (1) to
involve students in small discussion groups; (2) to demonstrate Native
American cultural diversity to students; (3) to acquaint students with
current Native American problems and issues; (4) to introduce students
to role playing; (5 ) to involve students in examining major legislation
concerning Native Americans and the concept of genocide; and (6) to in-
volve students in exploring the historical relationships between Native
Americans and white Americans and the effects of these relationships.
These objectives were to be accomplished through; students read-
ing the textbook section on Native Americans, class brainstorming about
their conceptions and perceptions of Native Americans, small group
dis-
cussion of critical issues concerning Native Americans, a
mini-lecture
on Native American cultures, the Indian Removal Act and the
concept of
genocide; viewing and discussing the filmstrip "The First
Americans,"
choosing and executing learning options (See Appendix B) ,
role-playing
some critical Native American-white American interactions,
and synactics
approaches to vocabulary development. Teaching
approaches used during
this unit were mini-lecture, facilitation of
brainstorming, role-playing
and small group discussion sessions; assisting
students In work on
'their projects, and basic skills tutoring in
relationship to unit mate-
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rials (Course Records, 1977),
Unit evaluation consisted of four questions asked of students; (1)
What did you think about the first unit on Native Americans? (2) What
activities did you like? Which ones didn’t you like? (3) Do you have
any suggestions for making the course any better? and (4) Are there any
different activities that you’d like to have take place in class?
Students^ responses to the first question ranged from "I hated it" to
"OK" to "very good." Responses to the second question indicated that
students did enjoy many of the class activities, particularly the learn-
ing options, roleplaying, and the. media presentations. In response to
the third question and the fourth, students asked for more movies,
field trips, moving the class faster, and speakers. Nearly half of the
class had no suggestions for improvement (Course Records, 1977).
At the termination of the Native American unit some problems began
to emerge. First, Ms. Wilson ran into discipline problems with a few
of the male students. She, according to Mr. Ponds and her own admis-
sion, was often unprepared for class in terms of her knowledge of the
subject matter. This caused Mr. Ponds to have to take on a larger
share of the teaching load and to attempt to cover-up her
errors. One
white student was vocally racist and very abusive toward the
girls and
toward Hispanic students (Brown, June, 1978),
Secondly, Mr. Ponds and Ms. Wilson also discovered large
differen-
ces between their teaching style preferences. Mr.
Ponds preferred
teacher and material centered approaches. Ms.
Wilson preferred looser
more student-centered, experiential and
participatory approaches.
Finally, it was discovered that students’
basic skills operated at a
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level lower than suspected. Many students lacked fundamental abilities
in sentence structure, and though organization. Several could hot read
well enough to comprehend the text materials regardless of the time
allotted. Student research skills were nearly non-existent—most re-
ports were copied work from source materials, or unrelated types of
data were conjoined to respond to a single research question. Both
teachers felt that the course also needed to attempt to improve the
basic skills of these students (Brown, June, 1978).
The next three units were primarily designed for focusing students
in on their own ethnicity and issues involved in Black American history
and racism. Both Ms. Wilson and Mr. Ponds reported that they felt
that these units had a significant impact on students in their under-
standing of their own ethnicity, the scientific bases of racial dif-
ferences, and how stereotypes are formed. Some notable results were
that one student was sparked to begin and continue to carry out
family
tree types of research, and two non-white students began to
engage in
research on their own ethnic groups. They also developed
and imple-
mented a two-day lesson on answering essay questions and
continued the
use of synactic approaches to word and question
analysis.
The problems that had surfaced during the first
two units contin-
ued to impact the course, Ms. Wilson’s lack of
ability to maintain
respect and order in the classroom reached a
crisis point during early
December. The class had to be discontinued
for a day to discuss and
reinstate the class norms and rules and to
re-establish the idea of
two way conununication in the classroom.
Ms. Wilson had allowed pro-
blems to drag out without trying to
resolve them. Mr. Ponds, on his
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part, had allowed the lesson plans to drag out in his attempt to nur-
ture the other teacher in the subject matter and in discipline (Brown,
June, 1978)
.
This situation also led to a decrease in the innovativeness of the
teaching approaches used in the course. Because Mr. Ponds had to take
on more of the teaching load as Ms. Wilson struggled to improve both
her facility with course content and maintaining classroom control, and
because of his predilection toward lecture-discussion methods, more
traditional teaching approaches tended to become dominant (Course
Records, 1977). This trend continued through to the end of the course.
Through the remainder of the course, the learning options approach
was continued, yet increasingly fewer units had formulated objectives.
However, several student learning outcomes occurring during this time
are worthy of note. In the process of exploring the experiences
of
white ethnic groups in the United States and the prejudices and poverty
that these groups often faced, Mr. Ponds and Ms. Wilson
were diligent
about assisting students to draw comparative experiences to
those o£
Native and Black Americans (.Brown, June, 1978). As a
result, some
students demonstrated through verbal responses In
discussions that they
understood those experiences and the various Impacts
of prejudice more
clearly than before. Not unrelated to this
accomplishment Is that the
concentration of Mr. Ponds and Ms. Wilson on
tutoring students in the
basic skills of social science and
literature research, writing and
thinking achieved results. An analysis of
several students* written
work for the duration of the course
demonstrated that several had
ceased to either reproduce materials
directly from source materials or
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to set forth shallov; and unsupported opinions and viewpoints. This
analysis, which I conducted in June of 1978, and a similar evaluation
by the teacher interns, indicated that nearly one third of the students
had learned to synthesize materials and to write with more comprehensive
reasoning, to more precisely state opinions and viewpoints, and to more
effectively organize their written work.
In the joint unit on. the Women’s Movement and the Labor Movement,
Mr. Ponds and Ms. Wilson decided to divide the class into two work
groups—one to deal with each of the two movements. As it happened,
all of the girls in the class chose to join the group working on the
Women’s Movement and all the boys chose the Labor Movement, Because Mr.
Ponds felt the burden of carrying Ms. Wilson, most teaching approaches
in the course after the first two units had been dominated by lecture
and reading—the preferences of Mr. Ponds, With the division of the
students by sex into these two working groups, Ms. Wilson took the
opportunity to reassume a more dominant role in class through working
with the girls. According to her reports, she was able to establish
a strong and close relationship with the girls as well as
facilitating
their understanding of the content of their research. Two of
the girls
in the class confirmed this report through interviews
(Brown, June,
1978)
.
Several of the problems that had emerged during the
course occas-
sionally reached crisis proportions. During the
seventh unit-on immi-
grants—Mr. Ponds and Ms, Wilson found it necessary
to refer some dis-
ciplinary problems to the assistant principals
for action according to
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school policy. The first several incidents were: repeated racial name-
calling and insults to teacher interns; Black and Puerto Rican students,
repeated use of foul language and abrasive statements toward female
students; and consistent class-cutting, all on the part of white stu-
dents. In each of these incidents, the student v;as returned to class
without the administration taking disciplinary action. The teacher in-
referred this case and three others several times to the aomini—
3tration, each time to a different one of the three assistant princi
pals. In no instance was any action taken. These incidents occurred
from January through May, 1978 (Brown, June, 1978).
The final unit in the course was titled, "The Story of Worcester.
The objectives for this unit were as follows: (1) to involve students
in examining social history (including family and social history) ,
of
their own and other ethnic communities in the city; (2) to
enhance stu-
dent awareness of significant local history and its
relationship to de-
velopments on the national scene; (3) to examine and explore
historical
and contemporary problems confronting the city’s
ethnic communities;
(A) to develop and refine student
research skills in social studies and
in general data collection; and O) to further develop and
refine
student oral and written articulation skills.
The activities designed to meet these
objectives included; visit-
ing the city's historical society
offices, a history oriented tour of
the city, student presentation on certain
aspects of local history,
guest speakers In the classroom
representing certain ethnic communities
through ethnic organizations. and
student library and city archival re
search and designated persons, topics
and issues The teaching
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approaches used in this unit were primarily of a facilitative nature
with some resource assistance and lecture sessions.
The opening activity for the unit was the visit to the Worcester
Historical Society and participation in their guided tour of the city.
School system regulations required that students participating in any
field trip must travel on buses supplied by the school system and may
only depart from the school after attendance has been taken. Several
of the male students decided to take their private cars to the field
site in full knowledge of school system regulations and the clear pro-
hibitions of the two intern teachers. The turmoil that ensued prevent-
ed useful learning from the event (Brown, June, 1978),
Guest speakers invited to the class included spokespersons from
various white ethnic societies, a black minister, and a Puerto Rican
researcher involved in the local sociology of the urban Hispanic com-
munity, A great deal of often volatile exchange took place between the
students and the non-^white guest speakers. Most of the non-white
students absented themselves from these sessions with the
permission of
the teacher interns. They felt that many of the white
male students
would make a mockery of the sessions, and that they
would openly dis-
play many of their racial attitudes. This is what
did in fact occur
through my observations. During sessions such as
these, white female
students were generally more serious about and
more open to the content
than were the white male students (Brown, June,
1978).
As their chosen learning options for
this unit, several students
chose to either research and report on
their own family history or to
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conduct further research on their owii ethnic groups in the city. Two of
the students who chose the latter option were black and Hispanic.
The remaining two weeks of the school year were spent in preparing
moral issues, and completing student learning options. One guest speak-
er was brought back to the class—the Hispanic community research. It
had become clear that most students, including some Black students,
held their strongest prejudices against Hispanics. The Hispanic re-
searcher engaged the students in a heated dialogue on the prejudices
they held versus the realities of the Hispanic community in the context
of the larger society (Brown, June, 1978).
During the same time period in which Mr. Ponds and Ms. Wilson dis-
covered that they were not being supported by the school’s
administra-
tion in handling discipline problems, they also noted that
tney ex-
perienced very little support from their Team Leader
(responsible for
all aspects of their training), other school administrators,
and other
teachers generally in their execution of all aspects
of the course
(Brown, June, 1978),
In addition, rumors had begun among other
teachers and some admini-
strators that the class was poorly disciplined
and that U. S. history
was not really being taught Creport made
to Mr. Jones by a teacher in
the school, April 1978). Mr. Ponds also
discovered that one assistant
principal had been secretly questioning
several students about the
course without informing either teacher
or any member of the Project
Staff (Brown, April, 1978).
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At the end of the course, Mr, Ponds and Ms. Wilson cited several
accomplishments. They felt that several students had begun to critical-
ly examine their ovm ethnicity as well as their racial attitudes. As
evidenced through examining student writing samples for the year,
several students’ basic writing skills were slightly improved. Also
evidenced in student writing samples and in student learning options
were significant improvements in students’ social studies and research
skills CBrown, June, 1978).
In May and June of 1979, Mr, Jones held discussions concerning the
future of the course with the newly appointed principal of the school
and several other administrators. They agreed to search for a teacher
with the experience and background to effectively teach the course. In
addition, the course would continue to appear. as a perennial U. S.
history offering, A teacher was found who agreed to teach the course.
However, the extent to which this teacher’s background and experience
would enable him/her to teach the course within the same or similar
theoretical framework, objectives and curricular organization rem.ains
problematical (Brown, June, 1978)
,
Summary
In the two case study narratives that constitute this chapter of
the dissertation, it can be seen that these efforts at multicultural
curriculum change did accomplish several of their goals, but also
in-
clude some failures. The data provided in the narratives
demonstrate
the potential for student learning that the "transf
ormist" conception
of multicultural education holds. In both efforts
students seemed to
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improve their basic skills at a rate that exceeds what is evidenced in
their academic histories. Many students—particularly non-whites
—
seemed to find learning activities in the implemented programs relevant
to their personal and cultural needs.
Both case study narratives also expose several problems that sur-
faced and shortcomings of the change efforts themselves. Among these
problems and shortcomings are teacher resistance, lack of teacher in-
volvement, Teacher Corps Project approaches to implementing the programs,
the school system as an impediment to implementation, and the lack of
consistent attention paid to the programs by project personnel. In the
next chapter, I will provide an analysis of the case study narratives.
CHAPTER IV
ANALYSIS OF THE CASE STUDIES
In this chapter, the data presented in the case study narratives
in Chapter III will be analyzed. For this purpose, an analytical frame-
work based on various theories of change will be developed in the first
section of the chapter. This framework, together with the "transformist
conception of multicultural education discussed in Chapter II, will
then be used to analyze each of the two case studies. These
analyses will
follow the three-phase format that was used in Chapter
III to describe
the case studies. The chapter will conclude with a
summary of v/hat
was learned from the analyses of the two case
studies.
Framework for Analysis
The framework for the analysis of each of
the two case studies Is
based, on the Rand Corporation Study,
FederaLProprams Supporting Educa-
tional Change (1979), the work of Seymour
Sarason mentioned earlier,
and the conclusions reached about
"Approaches to Implementing Multicul-
tural Curricula" discussed In Chapter
II. The Rand Corporation Study
was commissioned by the b. S.
Office of Education to attempt to
determine
which of the many approaches to
change taken by agencies of the
Office
of Education and by various
Federally funded programs constituted
suc-
oessful practices, and to derive
from this examination a generalized
understanding of and model for
educational change (Mclaughlln, Mann,
,, ,1 197., vol. l:3).
On Initial Investigations,
the Rand Corpo-
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they also found that the same approaches did not always meet with suc-
cess uniformly across projects. This discovery led Kand researchers to
begin to hypothesize relationships between approaches and institutional
factors in schools, initially as an explanatory theory. They were led,
in turn, to formulate an operational framework for change that could
provide practitioners with a process for reviewing, organizing and
structuring change efforts that matched strategies to institutional
settings in order to achieve goals (Vol. I, 1974:25).
Seymour Sarason’s work evolved from a similar set of concerns about
the nature of change. His initial propositions were that efforts at
change in schools have rarely been informed by an adequate understanding
of the nature of institutional structures and environments, and that
change agents have not improved their understandings over time because
of the lack of appropriate data included in research and case data
(1971:3-25). From these basic propositions, Sarason developed the
hypothesis that institutions are composed of and can largely be describ-
ed by their "programmatic" and "behavioral regularities," that
these .
regularities tend to be mutually supportive, and that change in any
aspect of a school setting constitutes or requires a change
or changes
in either a programmatic or behavioral regularity.
Consequently, he
posits, change agents must be cognizant that a change
in any one kind
of regularity requires changes in other supportive
regularities if the
change is to be successful and if institutionalization
is to occur
(1971).
I have derived a synthesized list of
general principles of educa-
tional change applicable to this study from
the Rand Corporation Study
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(1974), Seymour Sareson’s vork (1971), and my summary review of ap-
proaches to implementing multicultural curricula in Chapter II. To fa-
cilitate this analysis, I have organized these principles into the
three phases of change delineated by the Rand Study; i.e., principles
that apply to the initiation phase, to the implementation phase and to
the continuation/ incorporation phase.
Principles applicable to the initiation phase . A primary principle in
the planning of any change effort is the understanding that any attempt
to introduce change into a school requires changing existing regulari-
ties in some way to create or produce new intended outcomes (Sarason,
1971:2 and 3). Behavioral and programmatic regularities in institu-
tions are the continual or repetitive presence of specific behaviors of
the people in the institution and structured, largely invisible organi-
zational features respectively. Plans should be developed with the
understanding that regularized features and behaviors of the school
need to be altered if an innovative effort is to be successful.
A related principle asserts that because the
”
.
.
.
.
characteristics
of individuals are always to some extent a reflection of
the setting in
which these characteristics are manifested," (Sarason,
1971:171) <iny
successful effort at producing change in a school must
achieve behav-
ioral changes in participants. Change efforts
must begin with the
understanding that behavioral changes in participants
must accompany
prograiTimatic changes in institutions.
A third principle Important In Initiating
change Is that efforts
St likely to succeed than add-on
to replace existing practices are mo
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efforts (McLaughlin, Mann, ct , al
, ,
Vol. Ill, 197A:A9). The former
seeks to change existing regularities whereas the latter seek to create
new or additional regularities to exist side-by-side with existing ones.
Thus, add-on efforts, usually require additional work on the part of
school staffs or additional staff, and are, therefore, less likely to
succeed
.
A fourth principal that is applicable to the initiation phase of
change but impacts most heavily in the continuation/incorporation phase
is threefold: Innovations should be central to the school district's
educational goals, locally initiated, and include local materials devel
opment (McLaughlin, Mann, et. al., Vol, III, 1974:52, 80-81). One as-
pect of this principle is that an innovative or change effort should be
fully integrated into as many of a school's areas of concern as feasible
(Pasternak, 1977) . Local initiation of innovation goals and designs
creates a greater sense of ownership among participants that
generally
increases their desire to continue and incorporate the
innovation.
Principles applicable to the implementation pha^e . Perhaps
the most im-
portant principle of change applicable to the
Implementation phase is
that any attempt to implement an innovation or
change in a school should
include a training component that is directly
related to carrying out
the innovation and that is dialogica l in
nature (McLaughlin, Mann, et.
al., Vol. II, 197^; Satason, 1971;
and Chapter II). A training compo
nent that is dialogical is one that
lnvolvc.s collective Inquiry into a
problem by instructors and students and
that Involves taking action
based on the results of inquiry. In
implementing amlticultural currl-
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cula, inservice preparation must Inclutlo examination of various views
of American social structure, culture and racial relations such as
those contained in my criticiue of American society and schools, (Chapter
II).
A second principle that should be viewed as critical to the imple-
mentation process is that all problems and opposition must be faced and
dealt with when they arise (Sarason, 1971:59). As Sarason states, not
to do so is tantamount to denial of the institutional realities and may
result in' larger, less resolvable problems as the initial problems re-
emerge in later stages of the change process (1971:59).
A third principle is that change efforts must include efforts to
develop a "critical mass" of participants and supporters particularly
during the implementation phase (McLaughlin, Mann, et . al., Vol. Ill,
197A)
,
The "critical mass" of participants and supporters should be
permanent members of the school organization,
A related principle is that most successful change and innovation
efforts require the support of the school’s principal (McLaughlin, Mann
et. al,, Vol. Ill, 1974 and Sarason, 1971). Successful implementation
and incorporation is usually dependent on the support of administrators.
Finally, a critical, fairly new principle is one developed by the
Rand Study. A process of "mutual adaptation" must occur
between a pro-
posed change or innovation and the school institution in
which imple-
mentation takes place (McLaughlin, Mann, et, al , , Vol, III, 1974).
A
definition of "mutual adaptation" has been provided in
Chapter I,
"Definition of Terms," Briefly stated, mutual adaptation
is the pro-
cess whereby an innovation and the institutional
setting both change
1G9
to acconimodate each other. At its best, the process neans that the in-
novation and the institution modify each other to achieve institution-
alization and aid the innovation in achieving its goals. At its worst,
the process means that the institution so severely alters the innova-
tion that it becomes ineffective. As McLaughlin and Mann state,
the extent of mutual adaptation which might take place is largely de-
termined by the substantive design of the innovation and the motivations
of principal actors how adaptation occurs, why it occurs .... (are)
principally related to attributes of the innovative strategy and the
institutional setting (Vol, III, 1974:31),”
Principle s applicable to the continuation/incorporation phase . Only one
major principle of change is directly applicable to the continuation
and incorporation of an innovation or change: The factors affecting
continuation and incorporation are largely determined during the ini-
tiation and early implementation phases of the change process
(McL'aughlin, Mann, et. al., Vol, IV, 1974:52, 80-81). These factors
are the several principles I have already outlined as applicable to the
previous phases of the change process.
Summary. For utility in the analysis of the two case studies, I
will
summarize the several principles of change discussed above:
In the initiation phase
—
1. Introducing change into a school setting requires
changing
existing regularities in some way to produce new intended
outcomes
.
2. Any successful effort at producing chanp in a
school
must achieve behavioral changes, in participants.
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3. Changes intended to replace existing practices are more
likely to succeed than add-on efforts,
A. Innovations should be central to the school district's
educational goals.
5, Innovations should be locally initiated and include local
materials development.
In the implementation phase
—
1. A training component is necessary that is practically
oriented to carrying out the innovative program, that is
dialogical, and that includes contextual learning re-
lated to the purposes of the innovative program.
2. Problems and opposition to an innovation or change effort
must be faced and dealt with when they arise.
3. A critical mass of participants and supporters should be
developed among permanant members of the schooling or-
ganization.
A. Most successful efforts at change and innovation require
the support of the school's principal and other admini-
strators.
5. A process of "mutual adaptation" occurs between a proposed
change or innovation and the school iiistitution. This
process can be monitored and manipulated through the sub-
stantive design of the innovation, the motivations of prin
cipal actors and the characteristics of the institutional
setting.
In the continuation/incorporation phase
1. The factors affecting the continuation and
incorporation
of a proposed innovation or change are largely
determined
during the initiation and early implementation phases
of
the change process,
I should make several things clear about the
development and use
of this framework. Although the framework,
along with my "transformist
conception of multicultural education, do inform
analysis contained in
this study, the framework did not
inform the actual events that occur-
•red in the two case studies, I, as
Program Planning Specialist, and
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the rest of the Teacher Corps Project staff were just beginning to learn
about and formulate the principles of educational change that constitute
the bulk of this fraraewoT-k when the two efforts at multicultural curri-
culum change described in this dissertation were undertaken.
Some of these principles were intuitively understood as these
change efforts were initiated. However, we did not utilize them con-
sistantly or conscientiously. Moreover, I had only recently formulated
my "transforraist" conception of multicultural education before these
change efforts began. Consequently, much of the project’s activities
were aimed more at protecting the integrity of the conception and less
at the process of change itself because I was more interested in the
complete implementation of my conception than in pursuing an adequate
process for change.
Analysis o f Case Study No, 1
I shall now apply the framework described above to analyze the
first of the two case studies, the Bilingual Foxfire Project, beginning
with the initiation phase.
Initiation phase . Examination of the initiation phase of the
Bilingual
Foxfire Project reveals the following six major violations of the gene-
ral principles outlined in the. previous section;
1. The project was initiated, coiiceptualized and developed
primarily by personnel vjho were not considered part of
the regular staff of the school; i.e., by the
teacher
intern and Teacher Corps project staff, who were large-
ly perceived as ’’outsiders,”
2. Major goals and timelines were externally imposed
and
largely pre-de.temuncd
,
3.
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Regular teachers in the bilingual program and members
of the Hispanic community were not involved in program
conception or design.
A. The program was seen as supplemental to the existing
bilingual program by almost everyone involved with it,
including the teacher intern who initiated the idea.
5. The school administration's approval was mistaken for
the administration's support.
6. The change effort did not seek any changes in existing
regularities
.
Each of these violations will be discussed further, in turn, to expli-
cate their nature.
As discussed earlier in Chapter III, the Bilingual Foxfire Project
began as the enthusiastic idea of a Teacher Corps intern. After the
concept proposal had been accepted by the bilingual teachers, the pro-
gram' was further developed and designed by me in my role as the
project's
Program Planning Specialist. Unfortunately, this path of development
was to ultimately lead to the first violation listed above. The
fifth
of the principles listed above for the initiation phase
states that in-
novations should be locally initiated and include local
materials de-
velopment. This principle was clearly violated inasmuch
as the inno-
vation was fully developed and much of the curriculum
program determined
without input from the regular bilingual and ESL
teachers.
The second major violation of the same principle of
change was
that the major goals and timelines applied to the
program was external-
ly imposed. MS. Wilson had developed
the idea of involving students in
the development of a magazine through
the Foxfire learning experience
in various Teacher Corps Projects around the
nation prior to her entry
to and knowledge of the school.
Once the teacher accepted the program.
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she established a time frame for completion with the other cooperating
projects. The design of the project, the development of materials and
the time frame were not locally developed.
The third major violation of the principles of change in the ini-
tiation phase was that both Ms. Wilson and I neglected to more fully
involve the teachers in conceptualizing and designing the program. In
addition, the local Hispanic community, on which the project was focus-
ed, was omitted from participation in conceptualizing and designing the
program. Thus, the major proponents of the program were temporary and
largely external participants in the school, only marginally subject to
the pressure of existing regularities and whose well-being was only mi-
nimally tied to their success in the school. Thus, another aspect of
local initiation and development was violated.
The fourth violation listed above was the view held by all parti-
cipants except me—that the program was supplemental to the existing
bilingual program, The regular bilingual program constituted a sub-
structure added to the overall school structure. Though supported by
a
state legislative mandate (Massachusetts Transitional Bilingual
Educa-
tion Act, Massachusetts Legal Codes, Education Codes, 1972)
that re-
quires its permanence and presence in the school organization,
neither
the ESL classes nor the bilingual program contained any
formalized
connection to the structure of the school beyond its
legal presence.
The programs were informally operating under the
aegis of the Foreign
Languages Department to prevent the production
o£ another academic de-
partment. However, the ESL and bilingual
programs were not a formal
part of the foreign languages department
and neither were the teachers
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involved (with the exception of the ESL teacher who was also a Spanish
teacher). For example, their ability to contact the school’s formal
center of power— the principal—was dependent on the non-assertion of
power by the chairperson of the Foreign Languages Department, and the
principal’s willingness not to insist on the use of formal departmental
channels. The Bilingual Foxfire Program was a structure added to the
regular bilingual program—itself an addition to the school structure.
The third principle of change applicable to the initiation phase is
that changes intended to replace existing practices are more likely to
succeed than add-on efforts . As an add-on effort the program required
additional work on the part of the teachers. These teachers were al-
ready carrying full contract workloads. The program included addition-
al management, preparation and teaching duties for them accompanied by
no additional compensation. As the program progressed, even more work
was required than any of us had anticipated.
The fifth violation of the change principles is that Ms. Wilson
and I mistook administrative approval for administrative support. Al-
though the approval of Mr. Keith and Ms. Fearing was obtained, no ef-
forts were made to gain their commitment and support.
Finally, the change effort neglected to consciously seek changes
in relevant school progranmatic or behavioral regularities. One of our
key principles of change applicable to the initiation phase are
that
change requires changing existing regularities and behaviors
in some
way. Allowing participants to view the program as
supplemental meant
that all new behaviors would only be exhibited in the
special program
but nowhere else in the bilingual program. Secondly,
this perception
175
allowed the remainder of the program to continue its existence unalter-
ed .
Much of what led to the violation of these change priiiciples in the
initiation was inadvertent. As mentioned in the case study narrative,
the teacher intern, Ms. Wilson, had developed the idea of involving
students in the development of a magazine through the Foxfire learning
experiences in various Teacher Corps projects around tlie nation. In her
enthusiasm and naivete, she proceeded to organize the project even be-
fore she started working in the school. And once the bilingual teachers
accepted the proposal for the project, she unilaterally established a
time frame for the completion of the project with the other cooperating
interns.
Implementation phase . Upon examining the implementation of the project,
it becomes clear that several violations of the general principles also
occurred in this phase. Most of the problems and difficulties that a-
rose were due to a large, degree to faculty actions, improper decisions
and oversights that occurred earlier in the initiation phase. The
' major violations in this phase may be summarized as follows:
1, No training component or plan for technical assistance
to the teachers and teacher intern were provided,
2, Very little consistent effort was made by project staff
to develop a greater sense of ownership on the part
of
the bilingual and ESL teachers.
3, Consistent efforts were not made to develop
a "critical
mass" of participants and supporters.
4, Externally imposed goals and timelines
continued to en-
danger the program's success,
5, Administrative support was not
developed.
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6. "Mutual adaptation" in this effort allowed the project
to remain \inaltered but also kept it supplemental to the
regular bilingual program.
Again, each of these violations will be discussed further, in turn, to
explicate their nature.
Concerning the first violation listed above, only Ms. Wilson re-
ceived even minimal training related to program goals and activities.
I offered a workshop to the school staff during this time period on mul-
ticultural education. .None of the bilingual or ESL teachers were able
to participate. Ms. Wilson, however, received extensive training in
the theoretical underpinnings of a culturally-based curriculum sim.iiar
to and incorporating many aspects of the Foxfire concept. This train-
ing included training in specific teaching strategies, structuring
learning activities and curriculum materials. Beyond this, the Bilin-
gual Foxfire Program was not accompanied by a staff training component.
Nor did the Teacher Corps Project staff make any significant effort to
more then cursorily acquaint the bilingual and ESL teachers with the
major philosophical tenets involved in the program on their implications
for new teaching behaviors. A staff training component may have led
to
more student-initiated learning activities as required by the program
concept and may have created some transfer of new teaching
behaviors
and learning activities into the regular bilingual program.
The second violation of the principles of change was that
very
little consistent effort and time were spent developing
greater teacher
ownership. Such o.smership on the part of participating
,
teachers is an
implied beginning point for the development of a
"critical mass" of
participants and supporters. Though the teachers
who would be involv-
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ed in the development and design of the program (largely through giving
their consent)
,
the actual design turned out to be a merger of the ini-
tia ideas of Ms. Wilson ard the concepts and processes that I injected.
The teachers approved the design, but very little time and effort was
expended to create teacher o^^mership and more complete understanding
through dialogue and intensive training. Project staff and intern do-
minance continued into other implementation activities also. The pro-
ject director took control of exploring and determining a schedule for
the program, and the teacher intern assumed and/or was given the re-
sponsibility for organizing activities once the project was underway.
It may be that by the time teacher ownership developed—in assembling
the final magazine product—their attitude toward ownership may have
been 'one of simply surviving the program until it ended.
The third violation listed above is that very little consistent
effort was made to develop a "critical mass" of participants and sup-
porters. The only support that existed for the program and the
teach-
ers involved came from project staff, However, even this support was
largely withdrawn once the actual program began. The Teacher
Corps
Project was involved in initiating a large number of activities in
the
school in training components and innovation implementation.
These
drew most of the staff including me away from
direct and consistent in-
volvement and support for the program except for
occassional observa-
tions and casual inquiries about program
progress. l^Jhen crises devel-
oped, we quickly re-entered the program
and interaction .with the teach-
ers, resolved the crises, and just as quickly
abandoned the program
Clearly, the teachers did not receive
even the minimal support
again,
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that wG could have provided. In addition, neither project staff,
Ms. VJilson nor the teachers made any efforts to develop support among
the rest of the school staff.
The fourth violation was that the externally imposed goals and
timelines continued to interfere with the success of the program. The
principles of local initiation, goals and materials development—while
a problem in the initiation phase—grew in importance as the implemen-
tation phase proceeded. \>nien the timelines began to cause spillage in-
to "regular" bilingual program activity, the teachers became deeply
concerned. They operated from a clear separation of Foxfire activities
from regular bilingual activities—these regular activities clearly
holding greater importance to them,
The fifth violation was yet another that developed and became a
problem during the initiation phase, then grew into a larger problem
during the implementation phase. Successful change efforts require ad-
ministrative support and commitment, Both Sarason (1971) and the Rand
Corporation Study (1974) stress the importance of administrative sup-
port and comniitment to the successful implementation and continuation
of
an innovation. During the implementation phase, very little
effort was
made to secure the support and commitment of administrators.
Finally, the issues of mutual adaptation in the program
is an in-
teresting one. I have already noted that the imposition
of the maga-
zine product was a violation of the program concept.
However, teaching
approaches, student o^vnership and some student
direction of decisions
in the program took place as proposed, within
this constraint.
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Students selected tbeir own field topics by and largo, initiated group
discussions, and often enthusiastically involved themselves in the pro-
cesses necessary for examining their own community and culture, 1 also
noted earlier that the program was supplemental in nature. The contin-
ued discrepancy between curricular and teaching approaches in two pro-
grams, and the fidelity of implementation indicates that perhaps the
school institution—if I may personify it for a moment—had no reason
to try to alter the program because the innovations as perceived by
school people sought no change in any part of the school structure or
culture. Practically speaking, the change effort made no attempt to
alter or replace a single existing behavioral or programmatic regulari-
ty.
0‘
Continuation/ incorporation phase . The Bilingual Foxfire Program was
discontinued and no aspect of it was incorporated into the school. On
examination, it is cle^r that the manifold violations of critical prin-
ciples of change that occurred in the initiation and implementation
I
phases are responsible. Two issues will be explored in this context:
1. Violations of change principles in earlier phases of the
change process prevented continuation and incorporation.
2. The Teacher Corps Project never took advantage of its
opportunities for meeting several of the principles of
change,
Every major principle of change in both the initiation and imple-
mentation phases were violated except one. The others I
have document-
ed in the preceding pages. The one principle
that was not violated
was that problems and opposition to an innovation
or change effort were
faced and dealt with when they arose. For example,
when Ms. Fearing
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began to voice her concerns about the program, Mr. Jones and I imme-
diately designed the evaluation of the program in part to respond to
her concerns. At several other junctures, the teachers in the program
began to have problems with scheduling Foxfire activities when they be-
gan to spill over into regular activities. Again, Mr. Jones* and I
immediately intervened at these points to help them reorganize.
In retrospect, the Teacher Corps Project staff failed to take ad-
vantage of several opportunities to reorganize the project to achieve
better implementation. First of all, some opportunities to redesign the
change effort existed during the initiation phase. Ms. Wilson's chosen
project should not have been allowed to become the major project acti-
vity in the bilingual program during the project 's first year. Project
staff shoitld have circumscribed the effort to involve only Ms. Wilson
and one cooperating teacher with a very small number of students.
In
this way, the Foxfire Program would have become a demonstration
compo-
nent of a training program for the bilingual and ESL teachers.
This
demonstration component could have been designed to engage
the teachers
in inquiry concerning the socio-economic,
political and cultural reali-
ties of the Hispanic population in the city leading
then toward
Frierian or Foxfire approaches to instruction.
Such a design could
have made the Foxfire program a replacement
change effort rather than
an external supplemental innovation.
Secondly, the bilingual and ESL teachers
indicated during the
initiation phase that they viewed the
Foxfire program as supplemental.
Project staff should have halted the
implementation process immediately
•to discuss and resolve this view
with the teachers. At the very
least.
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Tlisy may liava bosn led to begin to think, about the uses of the Foxfire
approach and techniques in the regular bilingual program.
Other opportunities for salvaging this change effort presented
themselves during the implementation phase. First of all, when it be-
came clear that the time press of completing a product on time had be-
come harrassing to teachers and had begun to cause spillover into other
bilingual program activity, project personnel missed the opportunity to
explore with the teachers the possibility of eliminating the idea of
the magazine product with its deadlines as a definitive goal and at-
tempt to lead them to a greater concentration on the process.
Secondly, when rumors began among other teachers that the Foxfire
Program was in chaos and Ms. Fearing’ s concerns were voiced; the pro-
ject missed another opportunity for incorporating the Bilingual Foxfire
Program, Although Mr. Jones and I adequately met Ms, Fearing ’s con-
cerns through the evaluation, we took no action to diminish rumors
among other teachers about the program or to provide them with informa-
tion about the program. This was a perfect opportunity for a dissemi-
nation effort.
The last opportunity for more effective implementation and for po-
tential Incorporation was missed at the completion of the magazine pro-
duct, At this point, both teachers and students were pleased with the
product and felt that the program itself had reaped clear benefits,
However, the teachers displayed no desire for program continuation or
expansion into the proposed second phase. No effort was made to help
the teachers explore incorporating the concepts and processes used
in-
to the regular bilingual program.
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The view of the major actors that the program was a supplement to
regular bilingual activities and not an effort to transform or be. inte-
grated into those activities contributed to teacher exhaustion and dis-
illusionment when program spillage began to occur. This in turn affect-
ed teacher attitudes toward continuation into the second phase of the
program. Their view of the program as supplementary can be seen as the
result of the reluctance of project personnel to make attempts to fully
inform the teachers of the scope of the program and their intent for
the program to become incorporated into the regular bilingual program.
Mann states that when the philosophy and intents of a new program are
fully known only to the staff of the special program the chances of
failure are increased (1974, 1977). These are the several reasons for
the failure of the Bilingual Foxfire Program,
Comparison with the ’’transformist" conception of multicultural education .
In this section I will- evaluate the curriculum of the Bilingual Foxfire
Program by the objectives of the "transformist" conception of multicul-
t
tural education outlined at the end of Chapter II. More specifically,
I will address the seven objectives formulated as desired objectives to
be achieved by students.
As the reader may recall, the first of these objectives was stated
as follows:
1, To assist students in acquiring knowledge, understanding
and appreciation of the experiences, histories and accom-
plishments of non-white and other poor and working class
groups in American society.
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Due to its premature te^ination, it is difficult to evaluate the
actual potential of the program to achieve this objective. The final
proposal for the BilinguaJ Foxfire Program incorporated a three stage
plan of development that would gradually increase the diversity and num-
ber of students Involved and^ consequently, increase the number of
ethnic, racial and class groups as subject matter. The first stage was
exclusively Hispanic and primarily involved examining and experiencing
local Hispanic cultures and their histories.
Although the program was terminated at the end of the first stage,
the evidence gathered in the case study indicates that many of the His-
panic students did gain a deeper knowledge, understanding and apprecia-
tion of the experiences, histories and accomplishments of Hispanic
groups. This knowledge of and regard for their own cultural back-
ground and characteristics were increased by the program and demonstra-
ted in several clear but temporary new behaviors. Some students launch-
ed into their own discussions of local Hispanic community issues, and
other students began to produce drawings and other constructions involv
ing Hispanic cultural symbols, This continued for a period of time
after the program ended.
The second stated objective was the following:
2. To assist students to examine American history, culture,
and institutional configurations from the perspective of
non-white and other poor groups as well as radical, un-
popular perspectives developed by some social scientists
and social and political activists.
As with the first objective, the termination of the program
after
the first stage does not permit a full analysis of
the ability of
program to accomplish this objective. Even if the program
had
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tended through the third stage, the purposes and organization of this
program would have caused activities designed to achieve this objective
to revolve around the ways in which American history, culture and insti-
tutional configurations manifested themselves only in the microcosm of
the local community and the city at large. As it was, with the Hispanic
orientation of the first stage, students did collect data from communi-
ty leaders and agencies about their views on local history, culture
and institutional configurations. This was found in many of the trans-
scribed interviews conducted by students, can be gleaned from their
final magazine product (See Appendix B)
,
and was in evidence in self-
initiated discussions in the classroom.
No data or evidence exists indicating that students were given any
exposure to racial or unpopular perspectives on American society devel-
oped by social scientists and social and political activists. However,
the viewpoints obtained from community personalities through the inter-
views may have been partially informed by some of these kinds of per-
spectives.
The third stated objective was the following:
3. To assist students to be able to elucidate the institu-
tional causes of racism, class prejudices, sexual and
other biases; and the causes of poverty.
This was not a stated objective of the Bilingual Foxfire Program.
Nor is there evidence that this objective was ever approached. However,
there is no doubt that some of the data involved in achieving this ob-
jective were inadvertently a part of their interviews. For example, in
an interview, one student told me that, "What I keep on seeing was
how
185
much we in the saine mess as Blacks and got the same problems as Blacks,"
(Brown, 1977c). He may have said this to me because I am Black,* but it
may also mean that the basic data and experiences needed to meet this
objective are imbedded in the program concept and the activities re-
quired for carrying out the program.
The fourth stated objective was the following:
4. To assist students to develop sensitivity and awareness
toward the underlying values, attitudes and stereotypes
that frequently impede interpersonal communications be-
tween members of different racial and ethnic groups.
This was also not an explicit objective in the design of the first
stage of the program. It has a more appropriate place in the intended
second and third phases and in the preparation activities for the in-
volvement of white students in those phases.
The fifth stated objective was the following:
5. To assist students to understand the historical, social,
political, economic and psychological factors that have
produced contemporary conditions of inequality, domina-
tion and alienation in American society.
This objective is related to the second objective stated above,
but with a somewhat different focus. Whereas the second objective con-
centrates on socio-political perspectives, this objective focuses on
developing understandings through the use of social studies data. How-
ever, as it concerns the Bilingual Foxfire Program, this was not a
specific objective of the pilot phase, but would have become progres
sively more involved in the second and third phases. My evaluation of
the program’s achievement of this objective is similar to that of the
second objective.
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The sixth stated objective was the following;
6. To develop a learning environment in which the concern^,
ideals, cultural values and behaviors of all ethnic and
racial groups in the community can be represented, ex-
pressed, encouraged and fulfilled.
The pilot phase of the Bilingual Foxfire Program was an attempt to
institute the first step toward creating at least a space in the school
where this objective could be realized. It achieved this objective
fleetingly for Hispanic students in that the program focused on the con-
cerns, Ideals, cultural values and behaviors of their own groups. The
belief that, at least inside the bilingual program, they were free to
express their cultural values and that this was respected and encourag-
ed was evidenced by some of their behaviors. However, I would suspect
that the bilingual teachers did not strongly emphasize this kind of
freedom and support in the regular bilingual program and that this lack
of emphasis was largely responsible for the eventual disappearance of
artistic expressions of Hispanic cultural symbols and open discussions
of community matters by the Hispanic students.
The final stated objective was the following:
7. To develop a learning program based on "dialogical"
(Fricre, 1973) encounters involving school staff,
students and members of the community to assist the
development of critical consciousness concerning the
nature of their collective specific group and indivi-
dual realities.
This was the central conceptual objective of the Bilingual Foxfire
Program. Superficially speaking, the program process as it occurred
could be seen as meeting the objective. However, the superimposition
of the production of a magazine article as the dominant goal
to be
achieved, and the brevity of the time frame limited the
extent; of most
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of the intergroup interactions specified in the objective to Interviews
and observations.
As Friere makes clear, the dialogical process includes three impor-
tant components; (1) problem-posing or problem-naming; (2) analyzing
the causes of the problems; and (3) acting to solve the problems. The
educational method is a mutual process of open interaction and problem-
posing between teachers and students to arrive at and explore "genera-
tive themes" of their lives and the human environment (1973; 60-70)
.
This process has some critical implications when applied to an evalua-
tion of the Bilingual Foxfire Program. First of all, a pre-set product
and termination of the process is antithetical to the concept of dialo-
gical interactions, which are designed to occur freely, Perhaps this
cannot be avoided given the overall structure of school systems and
their relationships to the society at large. This, however, is a cen-
tral Frierian criticism of contemporary public schooling,
Secondly, the dialogical process requires more flexible time
frames and greater freedom of interactions, Interviev^ing and observa-
tion are only two of many potential parts of the process. Seen in this
light, the Bilingual Foxfire Program structured around a pre-determined
magazine product violated its o^>7n central concept.
In summary, I would conclude that the evidence from the first
stage
of the Bilingual Foxfire Program indicates that several of
the objec-
tives of the "transformist" conception of multicultural
education were
at least partially achieved. Many of the student
benefits promised by
this conception had also begun to become apparent.
However, the design
of the program, its major public goal of creating a magazine
section.
4
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and Lhe brevity of the time served to violate much of the major student
goal of dialogical learning.
Analyses of Case Study No. 2
Having analyzed the fiist case study, I will now go on to analyze
the second of the two case studies, the multicultural U. S. history
course. There were many similarities between the two case studies;
however there were also a number of distinct and significant differences.
I will draw both comparisons in the process of analyzing this second
effort at implementing multicultural curriculum.
Initiation phase
.
Examination of the initiation phase of the course:
U. S, History; Social and Historical Problems of American Ethnic Groups
reveals the following violations of the general principles for change
outlined in the initial section of this chapter;
1, The course was initiated, designed and developed primari-
ly by personnel who were not considered part of the regu-
lar staff of the school; i.e., by a teacher intern and
the Teacher Corps Project staff.
2, Pvegular social studies teachers v/ere by-passed as co-
operating teachers.
3, The social studies department chairperson was not involv-
ed in conceptualizing and developing the program.
Along with these violations of the general principles of change, this
change effort also complied with some of these principles.
1. The course was initially intended to change the standard
eleventh grade United States history course.
The change effort was designed to alter several existing
programmatic regularities in the school.
2.
189
The course v;as in agreement with formal school system
social studies goals.
I will discuss each of these violations and compliances, in turn, to
explicate their nature.
Like the Bilingual Foxfire Program, the germinal idea for the
course, U. S. History: Social and Historical Problems of American
Ethnic Groups, was developed by a Teacher Corps Project intern, Mr.
Ponds, and further conceptualized and designed into a program by me in
ray capacity as Program Planning Specialist. The teacher to be involved,
Mr, Wallace, agreed to the design but did not play any noticeable role
in the conceptualization or design of the course. The general princi-
ple of change that was violated here is that innovations should be
locally initiated and include local materials developed. An important
aspect of this principle is the localism inherent in development by re-
gular members of the school staff. Sarason, (1971) and Mann (1976)
continually point out that innovations that are not locally initiated
and developed create larger problems in later phases of the change pro-
cess.
The second violation, by-passing regular social studies teachers in
the school as potential cooperating teachers, is related to the first
violation. This action later closed off nearly all of our contact with
and potential influence on the very group the change effort was design-
ed to impact, The third violation, failure to involve Mr. Lamly, was
equally detrimental and in the same ways,
However, this effort at implementing multicultural curricula did
comply with some of the general principles of change in the initiation
I
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phase. lirst of all, unlike the Bilinj’ual Foxfire Program, this Imple-
mentation effort was consciously constructed to challenge and eventually
to alter several observed programmatic regularities of the school, Mr.
Ponds had already ascertained that the overwhelming bulk of the learning
materials and activities In U. S. History courses in the school were
monocultural or Anglo-conformist in nature; i.e,, they contained con-
tent that viewed the world from the generalized sociological, political
and philosophical vantage point of the American white middle classes.
Mor specifically, they contained several historical inaccuracies passed
on to students, and omraitted many significant historical events, and
sociological and political realities of many groups of American citizens
(See "Review of the Literature," Chapter II, and the section of Chapter
I entitled, "Historical Overview of Multicultural Education."). There-
fore, a goal of the change plan itself was to begin to challenge this
curricular or programmatic regularity with an alternative—from which
it was hoped ways could be found to influence change in the activities
and materials employed by other teachers of U. S, history in the school.
Two other programmatic regularities of the school that this effort
sought to change in its broader purposes were the complete absence of
interdisciplinary efforts and the seeming inflexibility of scheduling
any consecutive periods for teachers who wished to explore interdisci-
plinary or shared curriculum efforts. These regularities had been un-
covered by the Teacher Corps staff through previous change attempts in
the school. Our proposal sought to challenge these regularities by in-
cluding particular elements: The course would be interdisi-ipliaary
social studies and English with crediting in both departments,, the
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course would be team taught (Mr. Ponds and Mr. Wallace), and the course
would utilize two consecutively scheduled periods each day, giving the
teaching team two hours to work together or separately with a single
group of students. The course proposal was also designed to break the
programmatic regularity of tracking students by requesting heterogeneous
groupings
.
The third compliance with the general principles of change was that
this implementation effort did align itself very directly with formal
school system goals and programs. Social studies teachers througliout
the school system had just completed two years of work designing a new,
somewhat interdisciplinary social studies curriculum for the school
system which included many of the multicultural ideas, learning materi-
als and activities contained in the proposal,
Implementation phase . Several major violations of the general princi-
ples that occurred during this phase may be delineated from an analysis
of the case study narrative for this phase. They may be summarized as
follows
;
1. Development, of a critical mass of participants and sup-
porters was not accomplished.
2. An innovation-related training component was not success-
fully incorporated into the change effort.
3. Administrative support was not actively sought.
A. We failed to confront and resolve some problems and con-
flicts that arose,
5. The "mutual adaptation" process was improperly managed and
resulted in the erosion of several unique features of the
innovation.
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I shall again discuss each of chose violations, in turn, to explicate
their nature.
The first violation concerns the general principle that any suc-
cessful change effort requires the development of a critical mass of
participants and supporters among permanent members of the school orga-
nization, Obviously, the most important group of potential participants
and supporters vere the Social Studies and English teachers, No effort
was made to solicit a cooperating teacher from the social studies de-
partment initially for several reasons; First, Mr. Ponds did not feel
that any of the teachers in the Social Studies department were appropri-
ate for what he had in mind—at least initially. Project staff yielded
to this claim. Secondly, Mr. Wallace had initially come to the school
under a joint Social Studies and English appointment so that technical-
ly speaking both departments were involved if he became the cooperating
teacher. Finally, the interdisciplinary design of the initial proposal
V70uld have been well served by a team composed of Mr, Ponds (prepared
in social studies) and Mr. Wallace. In retrospect, however, this
opportunity to serve as cooperating teacher should have been offered to
the Social Studies teacher to at least allow them the option of reject-
ing it. Even though this option was not offered initially, once the
principal, Mr. Keith, had rejected the two-period interdisciplinary
course as technically unfeasible—reducing the course to a pure U, S.
^-jistory course and rendering the direct involvement of the English
department out of order—an approach should have been made to the Social
Studies teachers.
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A critically irnportant lesson from this c^lse study Is that when one
seeks changes a.n central programmatic regularities of a curricular na—
t^te in a school, dissemination within the school and the development of
a paper trail are critically important
, Dissemination of information
about the course proposal to members of the school staff and progress
reports on its implementation can possibly develop support from unexpec-
ted quarters. In regards to the creation of a "paper trail" concerning
course development and progress and decision-making related to it
,
the
preparation of memoranda following each meeting or each encounter with
decision-makers stating decisions reached could have prevented the
early misunderstandings that later developed into adversary relations.
Without such a "paper trail," all decisions could be varyingly inter-
preted or altered and actions can become suspect. The memorandum (See
Appendix C) in which I reviewed the process and steps of implementation
that had been taken is a demonstration of this notion. After it was
distributed, Mr. Keith set about immediately to bring together the par-
ties to resolve the conflicts. Such memoranda have the power of defin-
ing the reality of any conflict or situation.
Another aspect of the failure to develop a critical mass of parti-
cipants and supporters has to do with our failure to observe establish-
ed protocol. We submitted the proposal to Mr. Keith before Mr. Lamly
was even aware of it . We did not realize that we had eliminated our
potential sources of support until later in the implementation process.
Our earlier decisions had limited support for the innovation within the
school to a single English teacher, Eventually, once adversary rela-
tions had developed between Mr. Ponds and I versus Mr. Lamly, our only
formal avenue to the potential critical mass of supporters had defined
us as the enemy and vice versa,
The second violation was the failure to establish an appropriate
innovation-relevant training component. The change effort was accom-
panied by an effort to provide program related training—an independent
study contract on multicultural education for Mr. Ponds and a two-credit
workshop offered to other teachers, as well as to Mr, Wallace v/ho sign-
ed up for the workshop and almost immediately reduced it to an indepen-
dent study contract that was never completed. Among other things, this
created a discrepancy between the task-relevant skills and knowledge
possessed by Mr. Ponds and by Mr. Wallace. This discrepancy may have
contributed to Mr. Wallace’'s later withdrawal from the implementation
effort. A second consequence was that Mr. Wallace was not equipped to
develop materials or interact with students from the perspective devel-
oped for the course even if he had become more deeply involved.
The third violation of the general principles was the failure to
actively seek the support of school administrators. The general
prin-
ciples in the implementation phase include the assertion that
most
successful efforts at change require the support of the
school’s prin^
cipal and other school and school system administrators.
When the pro-
posal was submitted to Mr. Keith, only his approval
was sought. My
statements and efforts were aimed only at obtaining
his administrative
approval and not at his understanding or support
of the proposal. The
violations of protocol prevented the development
of support from Mr.
Lamly, When Mr, Jones, Mr, Ponds and
I met with Mr, Sams (the school
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systoui’s Social Studies Coordinator), we did not attempt to build a
relationship between our proposal and the school system's new Social
Studies curriculum for which he was primarily responsible. None of our
interactions with administrators were consciously used to obtain their
support. Therefore, wdienever the course ran into difficulties, the
only persons interested in positively resolving them were Teacher Corps
Project personnel.
The fourth violation of the general principles that surfaced during
the implementation period for the couse was also a dominant issue in ex-
amining the implementation of the Bilingual Foxfire Program—conflicts
and problems not faced when they arose undermined implementation and
many of the larger change goals involved. Several problems and con-
flicts were directly faced. Most of these were resolved in favor of
Mr. Keith and Mr. Lamly, Several other problems and conflicts were
never directly faced. When Mr, Sams began to react negatively to the
implementation effort, no attempt was made to openly discuss the issue
with him. The result was the development of an escalating adversary
relationship
,
The failure to either confront or attempt to resolve the reluc-
tance of Mr. Wallace to involve himself more fully in the course
(not
to mention providing opportunities for him to participate in
the design
of the course) meant in the final analysis that none of the
school’s
permanent staff became participants or supporters of the
program in any
overt, behavioral manner,
The final violation of the implementation phase
was the mismanage-
ment of the process of "mutual adaptation" and
the ways in which sue-
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cessful implementation v;as Impacted by earlier violations. The procest
of mutual adaptation as it was Involved in the impl.ementation of this
U. S. history course involved several steps. As McLaughlin (1976:340-
341) states;
’’Implementation [is] a dynamic organizational process that [is]
shaped over time by interactions between project goals and
methods, and the institutional setting It [involves] modi-
fication of both the project design and changing in the insti-
tutional setting and individual participants during the course
of implementation.
Mann (1976) adds that many socio-political forces come into play in this
process also.
In the present case, adaptation was not a mutual process. It was
merely a slow and steady erosion of the unique characteristics of the
proposal by the school and the school system. This process is quite
evident in the case study narrative; The number of ethnic groups to be
included in course content was increased twice, the dual class period
with dual department credit and interdisciplinary curricula was removed,
the innovation was forced to accept the dictates of tracking, and a
chronological approach to content organization was partially forced on
the course. The unique or innovative characteristics remaining were
the nature of the coure content (not its organization) and some of its
teaching strategies.
The final theme of mutual adaptation to he explored is a repetition
of a mistake made in the implementation of the Bilingual Foxfire Pro-
gram— the abandonment of the program by Teacher Corps Project staff.
Once the course had begun, my interactions with Mr. Ponds were reduced
to occasional conversations. This was also true of the remainder
of
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the staff. Some of us did conduct occasional evaluative obscTTvati ons
in the classroom. Project staff re-entry into the course and in sub-
stantive interactions with Mr, Ponds occurred only during crises in the
classroom or when we were approached by him with requests to help solve
complex problems, Task or innovation related training essentially
ceased for the remainder of the school year. The result of this lack
of staff Involvement and course related training may have been partly
involved in the near dissolution of the course and Mr. Ponds heavy
frustrations toward the end of the academic year. These elements may
also be partly responsible for the gradual removal of innovative teach-
ing approaches in the course and Mr, Pond's reduction to a lecture/dis-
cussion/review/test format for teaching the course.
'Finally, the failure of the project to actively seek administrative
support in this change effort revealed more about the bureaucracy of the
school and school system than did the effort to implement the Bilingual
Foxfire Program largely because of the centrality of the school regu-
larities it sought to challenge, Particularly revealing was the process
of seeking approval for the implementation of the history course. The
process was very slow and contained numerous delays and some confused
agendas because several groups and Individuals had opportunities to
modify the course proposal, In particular, Mr, Keith and Mr. Lamly
were allowed several opportunities for modification,
It should also be noted that the process was very lengthy and
time
consuming—sufficiently so that any teacher with a normal course load
and set of duties would have had great difficulty completing it,
Such
a process would probably have been enough to discourage
even some of
the most intrepid and committed innovators, and is, of course, one of
the many ways that schools as Institutions effectively prevent change.
Finally, this process involved several substantial time delays in
implementing the course. Waiting for the letter from the State Depart-
ment of Education expressing its approval and awaiting the meeting to
seek the review and approavl of Hr, Sams were the two most significant
delays. These delays were partly responsible for the endangering of the
implementation timelines,
Continuation/ incorporation phase
. Examination of the continuation and
incorporation phase of the course reveals that som.e goals of the change
effort were achieved, that a prior violation of the general principles
was resolved, and that other violations continued unresolved to ulti-
mately place the incorporation of the course in limbo. These issues and
violations can be summarized as follows:
1. The school system formally incorporated the course in
part
.
2. Task and innovation related training was finally obtain-
ed and led to greater course success in the second year.
3. No "critical mass" of participants and supporters was
ever developed.
A. Problems and conflicts not faced earlier continued un-
checked .
5. Portions of the process of "mutual adaptation" were re-
versed, but in ways that turned out to be insignificant.
These five points vTill be discussed further, in turn, to explicate their
nature. The school system regularized the presence of the course
through insuring its continual appearance on course selection sheets.
Some students elected the course over the standard U. S. history
course
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in the continuation year. Counselors’ referrals created a full class
of approximately 25 students. Further regularization of the course oc-
curred inside the school system's existing organizational schema. The
view of the course as an appropriate placement for academically poor
students and those with heavy disciplinary records had become a regu-
larity within the school
—
particularly in the Social Studies department
and among the school’s guidance counselors. The entire class for the
course was composed of these students. However, if 20 or more students
selected the course, school system policy required that a teacher would
have to be found to teach it, Task and innovation related training was
secured as the continuation year began. Multiple training modules for
the two teacher interns, Mr, Ponds and Ms. Wilson, who were to teach
the course was provided in all of the critical skill and conceptual
areas necessary to the course except classroom discipline. The result
was that the course was redesigned to be team taught in a learning op-
tions format. The existence of multiple learning options for comple-
tion of each unit re-instituted student choice in the course, and
these
options were constructed to respond to diverse student learning
styles
and needs. This format also led to the development of
student-initia-
ted activities and projects for some of the students. All of these
ele-
ments were seen as critical aspects of the initial
course design by the
proposal developers. A secondary result of the
training was that both
Teacher Interns could begin their second year
with the course feeling
THore confident and optimistic. Mr. Ponds
and Ms. Wilson were also en-
abled by this training to merge innovative
teaching techniques with
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techniques designed to help improve students’ basic academic and social
science skills, which were critical objectives of the initial course de-
sign. These redesigned features of the course and the use. of new skills
demonstrates well the Importance of task’^^reiated training. Even though
the lack of training assistance in classroom discipline later disrupted
and violated the new sets of skills and some of the redesigned aspects
of the course, student gains that were accomplished remain significant.
Although the course was team taught in its second year , except for
its importance as an experiment fox' the coxirse concept itself, this was
a meaningless accomplishment because both Mr, Ponds and Ms. Wilson were
interns who would no longer have a role in the school after the end of
the second school year. Even if the school system found a teacher wil-
ling' to teach the course in the following year, there would be no oppor-
tunity for interaction with the initial teachers. Consequently, there
was no way of predicting the eventual outcome of the innovation.
The third violation, the failure to develop a "critical mass" of
participants and supporters, created escalating problems, Data about
the course was not disseminated in the school, Mr. Lamly was
free to
make any statements about the course that he wished—there were no
data
to contradict him. His effect became so uncontrollable
that one assis-
tant principal began to question students about the
course without in-
forming Mr. Ponds, Ms. Wilson or any other Project staff. None
of the
three assistant principals provided any disciplinary
support for the
interns as was customary in the school. In
other words, Mr. Lamly had
defined the reality of the course for Che
school. However, Mr. Ponds
ZOl
did initiate interactions with two social studies teacyiers about the
course and received their support and sympathies
—
privately. In terms
of the behavioral regularities of many public schools, it was much too
late for these two teachers to openly support the course. It was a
closed issue in the school. Conclusions had already been reached.
Finally, probleBis and conflicts not faced earlier continued to pla-
gue the success of the course, I have already discussed most of these
—
the lack of a "critical mass" of participants and supporters, and the
support of administrators, Another conflict not faced was the fact that
the schol system had come to view the course as an alternative to the re-
gular U, S. history course—not as one designed to influence change in
the regular history courses. An unresolved problem that will plague the
course throughout its existence is the new regularity of viewing the
course as one appropriate only for students with poor academic and be-
havioral records, There is no denying the potential of the course to
serve this group of students, but it will never be a fully legitimized
course in the school if it is never seen as an appropriate option for
all students. Consequently, portions of the process of "mutual adapta-
l-j^Qn" were reversed, but inconsequentialJ.y , Team teacliing was imple-
mented as per the initial design. Greater freedom of curricular organi-
zation was achieved and student choice was instituted through the op-
tional learning format, However, most of this was meaningless due to
the other violations of the general principles of change,
Comparison witli_ the "transf ormist" concept ion of multicultural
edu^^
tion. In this section of the analysis of the second ’case
study, J will
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evaluate the implemented course by the student objectives of the
'’transformist" conception of multicultural education delineated ’in
Chapter II.
The first objective was as follows;
1. To assist students to acquire knowledge, understanding,
and appreciation for the experiences, histories and ac-
complishments of non-white and other poor and working
class groups in American society.
This objective constituted a major purpose of the U, S. history
course as conceived in the proposal. Once implemented, even with the
multiplicity of problems and mistakes that occurred, the course achiev-
ed the presentation of data related to this objective and use of learn-
ing activities related to increasing student understanding and appreci-
ation.
The continuation year of the course revealed greater, more compre-
hensive efforts to meet this objective. In the case study narrative,
this is apparent in the descriptions of several units; Introductory
Unit', Native Americans, Examining Your Ovm Ethnicity, Immigrants. The
evidence that this objective was partially accomplished with some
students exists primarily in the description of the unit on immigrants.
The second objective was as follows;
2, To assist students to examine American history, culture
and institutional configurations from the perspectives
of non-white and other poor as well as from radical, un-
popular perspectives developed by some social scientists
and social and political activists.
In addition to constituting a purpose of the entire program,
this
objective constituted a personal aim of Mr, Ponds who originated the
idea for the course. Attempts to achieve this objective were evident
in
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the first year in the units on Native Amerir.ans, Black Ainericans and
Irish Americans, Evidence that this objective was at least partially
achieved is shown by some of the student responses cited in the case
study narrative,
In the second yeatj, the attempts to achieve the objective were ap-
parent throughout every unit of the course and in the heavier reliance
on primary documents, largely from To Serve the Devil (Jacobs, Landau
and Pell, 1976), Again, as in the first year, evidence of some accom-
plishment did not emerge until the unit on imirdgrants.
The third objective was as follows:
3. To assist students to be able to elucidate the institu-
tional causes of racism, class prejudices, sexual and
other biases and the cause of poverty.
/This objective also constituted an overarching purpose for the
course. Some evidence that some white students in particular had begun
to understand the nature of racism and prejudice was found in indivi-
dual student statements from interviews and in an occasional writing
sample. However, the fact that non-white students refused to he pre-
sent during the second visit of the Hispanic sociologist in the second
year because of the expected behaviors and statements of many of the
white male students indicates that this objective was not fully achiev-
ed. This evidence taken together only indicates that some doubt de-
veloped in the minds of some white students about their own values and
beliefs
,
The fourth objective was the following;
4, To assist students to understand the historical,
social,
political, economic and psychological factors that have
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have produced contemporary conditions of inequality,
domination and alienation in American society.
My conclusions concerning this objective are essentially identical
to those reached concerning the first three objectives: Strong evidence
exists that the objective was pursued through some teacher behaviors,
learning activities and materials, but precious little evidence that
the objective was even partially achieved with students.
The fifth objective was the following;
5, To assist the establishment of cnanges in school policy
that will cause the schools to become more responsive
to and accountable to the communities they serve.
One of the broader purposes of the course can be seen as an attempt
to meet this objective. Many of the characteristics of the initial
proposed design were important to this objective. However, many of
these were later quickly removed by the school, the school system and
its administrators.
The sixth objective is the following;
6, To develop a school environment in which the concerns,
ideals, cultural values and behaviors of all ethnic ’
and racial groups in the community can be expressed, en-
couraged and fulfilled.
This, of course, was an overall objective of the change attempt in
which the course proposal was the first step. However, it seems from
this case study that the possibility of achieving this objective over
time was completely lost due to the violations of some of the basic
principles for effectively changing schools.
The seventh objective was the following;
7, To develop a school environment and learning program,
based on "dialogical" encounters involving school staff,
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students and members of the community to assist the de-
velopment of critical consciousness concerning the nature
of their collective, specific group and individual reali-
ties .
There were perhaps several factors that prevented the achievement
of this objective. The first, and perhaps most important factor was the
conception of U. S. history curriculum that existed in the school system.
The two key concepts in the system's view were chronology and coverage.
As evidenced in the case study narrative, the system and the department
of social studies relied heavily on data coverage and a chronological ap-
proach which are both anithetical to dialogical learning and the devel-
opment of generative themes. Friere's approach begins its examination
of history from the themes surrounding the existence of the group in
its present conditions at the time (1973:93). Data and other time
periods are important only in the context of exploring particular themes,
it cannot be pre-determined.
A second, related, and perhaps equally important factor in the
failure to achieve this objective resides in the programmatic and be-
(
havioral regularities—or structures and values—of American public
school systems. Friere (1973) refers to the accepted mode of instruc-
tion as "banking" which requires students to be passive recipients of
Information and values. This is in opposition to the concept of dia-
logical interaction to develop critical consciousness.
Public schools also generally fragment learning by breaking know-
ledge and information up into discrete, unrelated subjects to be dealt
with for pre-designated time periods on given days that may or may not
hold any personal meaning for students. The dialogical learning
pro-
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cess must necessarily be more spontaneous and less finp,monted. Struc-
ture must be related to purpose.
Finally, a much less important reason that the objective was not
achieved was the way in which Ms. Wilson’s inability to cope with disci-
pline problems and issues seemed to force the other intern to resort to
a lecture/discussion/test/review instructional format on some occasions
in an effort to recapture classroom control.
Chapter Summary
In this concluding section of the chapter, I shall briefly summarize
the findings and conclusions of the analyses of the two case studies.
Case study no . 1 . In the preceding pages I have demonstrated several
conclusions concerning the process of implementing the Bilingual Foxfire
Program as well as the imp].emented learning program itself . The indivi
duals involved in the change effort violated several critical principles
that must be adhered to for any successful process of change or innova-
tion implementation. Among these violations were the lack of involve-
ment of the regular school teachers in the conceptualization, design
and implementation of the. program; failure to provide task-related
training to participants; failure to fully involve regular teachers
of
the bilingual program in activities aimed at increasing the
understand-
ing of the conceptual framework for the innovation;
failure to face
problems and conflicts when they arose; and failure of
the project
staff to continue their involvement with the program
once it was imple-
mented. As a result of these process violations,
the success of the
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pilot effort and the ability of teachers to continue or expand the pro-
gram v/erd jeopardized.
The ease of approval and implementation in spite of the process
violations was probably due to the external nature of the program, par-
ticularly as compared to the institutional placement of the second ef-
fort at implementing multicultural curricula—the U. S. history course.
In addition, the ease of achieving some fidelity in implementing the
program was probably due to the externality of the program. The add-on
nature of the program prevented the spread of aspects of the program
and its concept to the remainder of the bilingual program and contribu-
ted to the complete discontinuation of the program.
The concept of multicultural education that informed the program,
even though it was poorly fitted into the program’s design and was
poorly implemented, probably still had some impact on the self-concepts
of Hispanic students, their feelings about and relationships to their
own culture, and the development of their basic academic skills.
Case study no. 2 . In the preceding pages, I have demonstrated several
conclusions concerning the implementation of the course; U. S. History:
Social and Historical Problems of American Ethnic Groups.
The agents of change involved in this effort violated a large
nimiber of critical principles that must be followed in any successful
process of change or innovation implementation. These include the
failure to take measures to involve appropriate school staff in the
conceptualization, design and implementation of the course; failuie to
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provide .on-going task-related training to involved teachers; failure to
follow school system protocol; failure to fully acquaint participants
with and obtain their commitinent to the conceptual framework on which
the course was based; failure to seek participants from appropriate
school substructures; failure to carry out necessary dissemination ac-
tivities within the school; failure to directly face and reach resolves
of problems and issues when they arose; and failure to remain involved
with the course aftei initial implementation. The results of these
process A/iolations w^ere several. Any possibility for developing a
"critical mass" of participants and supporters was eliminated and the
development of potentially avoidable adversarial relationships between
proposal developers and the school’s decision-makers ensued. The po-
tential for continuing and incorporating the course was eliminated also,
and finally, the possibility of spreading any aspect of the course con-
cept or design in the social studies department became virtually non-
exis.tent.
The extreme difficulty of achieving approval and implementation
was to a significant extent due to the challenge the course
contained
to school programmatic and behavioral regularities by
attempting to
alter critical regularities, The several severe adaptations
that the
programs was forced to undergo were probably due to two
primary factors
—the proposal lacked a critical mass of followers and
participants
to effectively challenge critical regularities,
and there were too
many regularities and other structural features
of the school that the
program sought to change.
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The "transfomiist" conception of multicultural education represents
an antithesis to the existent regularities and policies of school
systems. Full implementation of the concept in public schools is probab-
/
ly impossible purely from a structural point of view. The evidence pre-
sented in this case study indicates that the major concepts of any ap-
proach to multicultural education may actually be capable of creating
some changes in student attitudes and behaviors—but probably only if
the concepts and learning activities are spread throughout a school’s
academic program. A single course for a select few students in their
junior high school year is completely inadequate to accomplish anything
noticeable. Finally, the evidence presented in this case study indi-
cates that multicultural education can be structured to enhance the im-
provement of students’ basic academ.ic skills.
CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
In this final chapter of the dissertation, I will first attempt to
formulate answers to the series of research questions which were posed
in Chapter I and provided the focus for this study. Secondly, I will
attempt to formulate recommendations for further research and practice
based on the results of implications of this study.
The reader should keep in mind that this study is purely explora-
tory in nature. It is exploratory because it seeks to develop hypothe-
ses in areas largely devoid of completed research and, therefore, to
determine what might be the relevant issues and constmacts that should
be examined (lanaccone, 1973:224-227). An exploratory field study such
as this, rather than seeking to test theory, seeks to develop frame-
works that may lead to theory . The findings and conclusions of this
study are therefore not set forth as definitively certain, reliable or
generalizable. Rather, they are set forth as tentative, possible con-
clusions that may eventually contribute to the development of testable
research questions and validated generalizations.
Moreover, the numerous violations of the basic principles of
change that occurred in the two case studies further
restrict the gene-
ralizability of my findings. Thus, if this study were
only concerned
with a single attempt to implement a multicultural
curriculum, its
findings might be of very limited interest
and utility. However, a
number of factors served to broaden the
scope of the study, and, thereby
enhance considerably, in my opinion, the
significance of my conclusions
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and recommendations.
i'irst of all, I believe that my findings are made more generallz-
able due to the fact that; two case studies were undertaken in two,
rather different settings within the school structure and examined im-
plementation processes which were quite different in nature. Secondly,
I believe that my findings clearly demonstrate, perhaps even more clear-
ly than studies of successful implementation efforts, that it is criti-
cally important not to violate the general principles of change that
were derived from the Rand and other studies discussed earlier. These
principles were also useful in helping me focus my analysis of the im-
plementation process on school structures and cultures—which are im-
portant characteristics of all schools and were primary considerations
the first two research questions and implied or secondary considerations
of the final two research questions. Thirdly, I believe that my gene-
ral conception of multicultural education, which was broken down into
a series of general objectives for students, was not only useful in
providing guideposts for data collection, but will also enable future
change agents and researchers to more easily extend my findings to other
settings
.
Conclusions Concerning The Research Questions Pos_^
In this section, I will take each of the research questions posed
for the study in Chapter I and, in turn, formulate and
explicate the
answers to them derived from the study.
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Impleinontlng nniltlcultural curriculum in the Teacher Cvorps Proj c c t site
school. The first research question posed by the study concerns the
characteristics of the school setting and their impact on implementing
multicultural curriculum. This question was stated as follows:
What are the structural, behavioral and cultural characteris-
tics of the school and school system that (1) impede and (2)
allow or assist the implementation of multicultural curricu-
liim?
Chapter IV, Analysis of the Case Studies, essentially constitutes the
response to this question. However, I will summarize those findings
here in the terms of the question.
The structural characteristics of the school and school system
that were found to impede the implementation of multicultural curricula
are the method of departmental organization, the seeming inflexibility
of the school's scheduling procedures, the decision-making process im-
posed, and the programmatic regularity of tracking. These four charac-
teristics were shown to be serious impediments to implementing the
U, S. history course as proposed.
The behavioral and cultural elements of the school and school
system that impeded implementation were the behavioral regularities
corresponding to and involved in the decision-making regularities, the
singular and restrictive views of U, S. history and its instruction
held by decision-makers responsible for social studies instruction,
the
apparent view of school personnel that multicultural education
was
either not important or that its importance was in its
relevance for
non-white students and those with poor academic records
and a history
of disciplinary problems in school. These, along
with the structural
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characteristics cited above, were the major forces impeding the imple-
mentation of the proposed course.
Fewer of these characteristics even minimally affected the imple-
mentation of the Bilingual Foxfire Program. As I demonstrated in
Chapter IV, the implementation of the Bilingual Foxfire Program was
comparatively easy given that no participants except Teacher Corps
Project personnel viewed the program as anything more than supplemental.
The question of whether or not the Bilingual Foxfire Program would have
encountered as many problems as the multicultural U. S. history course
if it had actually been designed to replace portions of the regular
bilingual program remains unanswered.
The many serious efforts made in the process of implementing both
attempts at multicultural curriculum change leaves open the question of
whether or not all of the impediments cited above could have been re- •
moved if the change process had been more appropriately managed. For
example, if the initial approach to implementing the multicultural
U, S, history course consisted of involving Mr. Lamly and Mr. Sams in
exploring how the Teacher Corps Project could help the school system
implement its new social studies curriculum, they may have developed
a vested interest in removing seme departmental barriers, relaxing
their chronological view of history, relaxing tracking regularities, or
removing one or more of the other impediments.
In the final analysis, though, these impediments did come into
play in the implementation of the multicultural U. S. history
course
which aimed at altering several programmatic regularities
of the school
that operated in a central area of the school structure. They did not
come into play in the implementation of the Bilingual Foxfire Program,
which did not effectively challenge any regularities of the school.
This leads me to conclude that the structural, behavioral and cultural
characteristics cited above would probably have played some role in the
implementation of the Bilingual Foxfire Program if it had sought to
change critical regularities.
The major characteristics of the school and the school system that
assisted in the implementation of multicultural curriculum changes were
the presence of a new social studies curriculum with a heavy multicul-
tural flavor, state statutes against bias in curriculum and the man-
dated presence of the bilingual program, These were obviously not used
to full advantage in the efforts to implement nor to continue the exis-
tence of multicultural curricula, Mr. Ponds and I did not impress upon
Mr, Sams the relationship between our proposed course and the new social
studies curriclum until the second review and approval meeting, At no
point did we invoke the state’s new laws and regularities concerning
biases and omission in the curriculum, Utilizing such information may
have, as I have suggested, facilitated the implementation and incorpo-
ration of the multicultural U, S, history course.
Concerning the mandated presence of the bilingual program, neither
I nor anyone else involved in this effort bothered to examine the
pub-
lished regulations to try to develop a relationship between them
and
the Foxfire objectives, Such an effort may have assisted the teachers
in developing good reasons for incorporating Foxfire concepts
and ac-
tivities into the regular bilingual program.
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This brings us to the related subsidiary question to our first major
research question, which was the following;
Wliat curricular changes are necessary in the school to foster
the ability of students to critically analyze and to make in-
telligent, dialogical decisions about real life problems and
issues in their school, community and the nation?
Of the two efforts, the Bilingual Foxfire Program went the furthest
in demonstrating potential answers to this question. This program de-
monstrated that the following changes were necessary to achieve the ob-
jective stated in the question: Focusing curriculum on actual and pre-
sent local concerns as they affect students’ lives; involving students
in examining their own lives and communities; teaching academic skills
in relationship to these activities; providing self and cultural affi-
mation learning experiences; and creating some areas of student choice,
initiative, group interaction and decision-making concerning learning
activities
.
In the case study of the multicultural U. S. history course,
some
of the same evidence was manifested to support Che same
conclusions de-
ducted from the Bilingual Foxfire Program, but to a
lesser extent. The
students who chose learning options and centered
around their owm racial
and ethnic groups, local community Issues, and
those activities that
Involved students in the interactions on
substantive issues (such as
the units on the court system and the women's
movement) were found to
improve in their abilities to critically
analyze and make Intelligent
dialogical decisions concerning important
issues.
There were several other curricular
changes that I intuitively
felt would be necessary to achieve
this goal, particularly in the mul
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ticultural U. S. history course, but no data was gathered to provide evi-
dence to support my intuitions. Nevertheless, I believe that the fol-
lowing curricular changes are also necessary in this regard; First,
chronology, data coverage, and other predetermined and static aspects of
the curriculum need to be de-emphasized to create the institutional
freedom necessary to explore new formats and new criteria for legitimate
instruction. Second, the practive of tracking must be abolished because
it helps reproduce the very social conditions that multiculturalism as
a broad social philosophy seeks to help remove. Thirdly, student group-
ings reed to be constantly broken up and remixed to prevent continued
reinforcement of negative behaviors among students. The innovative
format of the course with a heterogeneous group of students could have
assisted in breaking down some of these behaviors by allowing students
to form new relationships among their peers. Finally, the allowance
of more interdisciplinary curricula could serve to aid students’ criti-
cal thinking development by providing different cognitive/affective
combinations in learning experiences.
Multicult ural curriculum change. The first research question of this
study focusing on the implications of the study was the following:
How, under what conditions, and to what extent can change a-
gents in collaboration with school personnel develop and im-
plement multicultural education programs in a school that
effectively address the major social problems of ^^unerican
society?
Of course, the key words in relation to this study are "in collaboration
with school personnel.” In one view, this study indicates quite clear-
ly what kinds of things will occur if school personnel are not involved
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in a collaborative relationship in any effort to implement multicultural
currucula.
The use of the Rand Corporation study’s process of change (197A)
in combination with Sarason’s work (1971) as both an organizational for-
mat for the study and as an analytical tool for these case studies has
proven to be extremely beneficial. The framework for the Rand study
provides a clear picture of the characteristics and the process that can
be observed in successful change or innovation implementation efforts.
This allows me to pose at least one clear conclusion from this disser-
tation study; Violation of the process of change as defined are de-
scribed by the Rand Corporation in implementing multicultural curricula
will most likely lead to the complete failure of the effort. Multicul-
tural curricula, unlike many other innovations, immediately challenges
—and often has the effect of assaulting—the values of many public
school personnel and raises questions about many school behavioral and
programmatic characteristics and regularities. Attendance to the
principles of effective change becomes more important due to the voli-
tile nature of the encounter between schools and multicultural
educa-
tion.
The most effective process for implementing multicultural
curricu-
la in public schools should probably place its heaviest
emphasis on
developing a significant "critical mass of participants
and supporters
prior to introducing even the most minute curricular
changes toward
multicultural education. In developing this critical
mass, several
goals must be pursued. The first of these
is to alter teachers' con-
ceptions of curriculum necessities in the
primary subject areas of
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social studies and the language arts, Equally important is assisting
teachers and other school staff to re-examine their own values, behavi-
ors and understandings of critical social and political issues, and
racial and ethnic issues. Finally, teachers must be involved in moral
development types of training related to issues surrounding the profes-
sion of teaching, risk-taking, and personal value-behavior relation-
ships. Multicultural education necessarily raises controversy and con-
flict in schools that requires the ability of school personnel to engage
in moral inquiry to achieve appropriate resolves.
Secondly, implementing multicultural curriculum effectively is
probably a long-term process that must address itself to developing
roles in every substructure of the school. If success with students is
to be,, achieved, the presence of multiculturalism must be a constant
part of their schooling experience-^-not something that suddenly appears
as is frequently the case with the students in U. S. history courses.
Mann (.1976) has suggested that some innovations are sufficiently
complex and controversial that their implementation should be structured
that the "re-invention of the wheel" and "successive approximation"
become the methods of change, Teachers probably need to develop their
own views of and approaches to multicultural education. The learning
process for multicultural education for teachers includes a large body
of information and a large number of new skills and techniques and
therefore should be structured as a long-term process that involves
a
gradual deepening in the concept and a gradual ability to
implement
the concept in their classrooms.
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Obviously, providing technical and human assistance and support for
multicultural curriculum change must include providing constant challen-
ges to school structures and personnel. What this also makes apparent
is that this process of challenging should be used as part of the pro-
cess of implementing multicultural learning in the curriculum for
students
,
To what extent can multicultural education be implemented in public
schools? This study provides no answers to the question. Better use
of current approaches to change such as that developed in the Rand
study can begin to provide answers to this question.
Conceptions of multicultural education . The final research question
that this study sought to address was the following:
Wliat conceptions of multicultural education can be successful-
ly implemented in public schools?
It may be the case that no conception of multicultural education is
easily implemented in public schools. The very idea of multicultural
education seems to hold some significant challenges to public
schools.
Probably the easiest conceptions of multicultural education
to imple-
ment are those that are either purely ’’relativistic"
(See Review of
the Literature, Chapter II) or "inclusory" approaches
represented by
revised history textbooks that do not change their
traditional text
organization or their theoretical frameworks but
merely add pictures
and brief, sporadic sections related to an
number of American racial
and ethnic groups (Brown, 1979 ). These
approaches do not alter or
challenge content organization, school
organizational structure, or
teacher values.
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The "transformist*' conception, in contrast, issues direct challen-
ges to teachers and schools in all of these areas. The "transf ormlst"
conception of multicultural education also issues direct challenges to
the society at large. However, in the previous chapter, I discussed the
difficulties that would probably be involved in implementing this con-
ception of multicultural education in schools as they are presently
structured. Based on this study, I cannot say with any certainty
whether or not the ’’transformist" conception of multicultural education
can be fully implemented in public schools, This study has sho\^m that
some aspects of it can operate and achieve results in individual class-
rooms with individual teachers. What the study does not provide are
answers to two subsidiary questions;
(1) To what extent can the programmatic regularities of the
school be changed to accommodate programs developed from
the "transformist” conception of multicultural education?
(2) To what extent can a critical mass of teachers in
the
school develop an understanding of and skills at^ facili-
tating multicultural learning as defined by the "trans-
formist" conception?
The many serious errors made in the implementation process
did not per-
mit a full exploration of these questions.
However, achieving "successive approximation" to the
concept can
help to develop some changes along these lines
in schools and the use
of the concept Itself in the change process
makes It an effective tool.
The idea of successive apnroKimations
applied to multicultural education
would mean that teachers should begin their
involvement with multicul-
turallsm with occasional Injections of content about
ethnic and racial
and related Issues or with moral reasoning
or,' whatever other
groups
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initial personal relationship they may be able to develop to multicul-
tural education and whatever initial skills and abilities they may have.
Assistance should then be provided to help teachers to develop other un-
derstandings and skills in multicultural education. Hopefully, such a
process would eventually enable teachers to implement a close approxi-
mation of the "transformist" conception of multicultural education.
Summary o f conclusions . In the preceding pages, I have stated several
conclusions from this study. Concerning the implementation of multicul-
tural curriculum in the project site school, I concluded that several
structural characteristics (or programmatic regularities) , and behavi-
oral regularities of the school were impediments. The major ones were
the following: departmental organization, inflexible scheduling proce-
dures, the school’s modal process of decision-making, tracking of
students, and the singular and restrictive view of U. S. history as a
central formalized curriculum area. I also concluded that these impe-
diments may not have been as important as they were if not for the many
violations of the general principles of change which occurred due to
our lack of knowledge at the initiation of the change process.
There
were two things that aided these efforts. They were the presence
of
facilitative state legislation and a new social studies curriculum
with
multicultural overtones.
These conclusions are relevant to the questions only
as they are
applicable to the school In which these case studies took
place. How-
ever, the structures of this high school are quite
similar to those of
most high schools. Most states with similar
populations currently have
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similar facilltative legislation. Many school systems that have devel-
oped new social studies curricula since 19 7A have probably also included
multicultural components. Therefore, a general conclusion is that in
any high school/ with the above-named similarities, the same structural
and behavioral impediments would probably manifest themselves in an
attempt to implement a "transformist" conception of multicultural edu-
cation.
Another conclusion from this study is that it provides no data to
determine the extent to v/hich any conception of multicultural education
can be implemented in public schools due to the mismanagement of the
change process. Greater adherence to the general principles of change
in the two attempts at change might have enabled some hypotheses to be
formed with respect to this question.
Finally, I concluded that the "transformist" conception of multi-
cultural education can be implemented in part in certain individua.i
classrooms with certain individual teachers. This study provides no
data to lead to hypotheses about whether or not the conception
can be
fully implemented.
Recommen dations
In this section
from this research,
further research in
tions for improving
and recommendations
I will delineate the recommendations that evo].ve
Specifically, I will formulate recommendations for
implementing multicultural curricula, recoramenda-
the conceptualization of multicultural
education,
to practitioners for implementing
m.ulticultural
education.
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Implement. ing multicultural curricula
. Further research such as that of
the present study should be conducted to better test the rhange princi-
ples used to evaluate these two case studies. Obviously, a more ri-
gorous adherence to these principles should reveal their specific bene-
fits, determine those principles and parts of the process most crucial
to implementing multicultural education, and help begin to determine
the extent to which multicultural education can be implemented in public
schools
.
Given the data gathered in this study concerning the views of school
personnel on multicultural education, it is important to conduct re-
search that focuses on determining effective methods for developing com-
mitments to multicultural education among school personnel.
'Complementary to this type of research is the need to conduct re—
“search to find ways of either getting past or altering the regularities
of schools that can impede the implementation of meaningful conceptions
of multicultural education. Although the present study did not deter-
mine the extent to which these barriers should be removed if the change
process were properly managed, the design of the two change
proposals
are manifestations of the "transf ormist" conceptions of
multicultural
education indicate quite clearly that those structural
characteristics
or programmatic regularities named in the previous
section would be
important ones to change in the process of
implementation.
Research should also be conducted to determine
the ways in which
innovations that are heavily value-based can be
spread through a school
—particularly secondary schools,
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Finally, studies of the. iraplementation of multicultural curricula
should be conducted in schools that have any combination of the follow-
ing characteristics: Teachers that receive training in multicultural
education as part of their teacher preparation, and a principal with a
strong commitment to multicultural education to determine the extent of
implementation under favorable conditions. Research should also be
conducted in schools with single racial or ethnic group populations and
those with two dominant racial or ethnic populations to begin to deter-
mine the impact of demographic variables on the implementation of mul-
ticultural education.
Improving the conceptualization of multicultural education . The trans-
formist" approach to multicultural education needs to be refined. Its
effectiveness as an evaluative tool would be better served should its
eight objectives be broken down into smaller, less overlapping objec
tives. Its use as a curriculum development mechanism requires
greater
specificity in its teaching strategies, methods of student
involvement,
and approaches to curriculum organization.
An important component of multicultural education as
a concept is
the belief that the learning styles of students are
at least partially
determined by the students’ cultural background and
characteristics
(Cuban, 1972; Gay, 1975; Casteneda and Ramirez, 1974,
1976; See Review
of Literature, Chapter It). This component
Is not explicitly stated
in the "transformlst" conception of
multicultural education. It may be
that the conception is Incomplete without
this component, particularly
researchers such as those cited above contend
that the
given that many
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degree to which the schools respond to the learning styles of its student
in the degree to which those students will experience greater success
and less cultural alienation in school.
Research should be conducted to determine what ranges of teaching
approaches, learning styles, and curricular formats can become accept-
able in central subject areas in public high schools. Such research will
help determine the extent to which and the ways in which dialogical in-
structional approaches can be institutionalized in public schools.
Finally, given the "back to basics" mood of the 19 70's—which
seems to be threatening to spill over into the 1980’s, the future of
multicultural education may reside in the extent to which it can be de-
monstrated that multicultural learning can enhance basic skills learning
and instruction. I believe that the present study exposes glimmerings
of the potential of certain methods to teach basic skills
through mul-
ticultural education. Further research on these and other
methods is
necessary
.
Re.roimnendatlons to practitioners . The two efforts of tap
let,enting multl-
cultural curriculum described in this dissertation
began and largely pro-
ceeded without full knowledge and use of the very
basic change princi-
ples used to evaluate them. At a result,
they demonstrate quite clearly
the probable fate of any attempt to
implement multicultural curriculum
that is not informed by these principles.
Therefore, my first obvious
recormnendatlon is that-partlcularly in
relation to multicultural edu-
cation and other value-laden efforts at
change-these principles must
be religiously observed, particularly
in the initiation and early Imple-
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mentation phases of the change process.
A second major recommendation is that efforts at implementing mul-
ticultural curriculum should begin with a statement of terminal goals
for the school in behavioral terms. This statement must be used to work
backwards to determine how and where in the school structure the change
effort should begin and to determine what constitutes success at each
stage of change. These success determinations should also be used as
objectives which must be achieved before proceeding.
My final recommendation to practitioners is that maximum priority
should be given to the development of a "critical mass" of participants
and supporters who understand and are committed to the conception of
multicultural education involved.
Conclusion
Though this study does not provide comprehensive and clear-cut an-
swers to its own research questions, I believe it has provided some
valuable lessons learned through the failures of the two efforts at
implementing multicultural education in an urban high school. It may
be a rationalizing truism, but we do, indeed, often learn more from
our failures than from our successes and I feel that it is valuable
in
its several lessons for other who are equally committed to the
idea of
multicultural education and wish to successfully implement it.
Finally,
I believe that the study contributes to an admonition
often posed by
Dr. William Smith, National Director of Teacher Corps:
"Remember, none
of this means anything unless it is good for kids"
(Teacher Corps
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Tuesday, Auyust 17, 1976
l‘Gt The Children Speak
As the final week of CMTI drev; to a close scvcjcil team
projects in cluster 2 gave oral presentations of their
individual communities to the rest of the cluster. Great
enthusiasm was sparked through this sharing of cultures; and
out of the good feelings there arose the idea that cultural
sharing and exchanges might be continued oven after interns
and team leaders returned to tlieir respective project sites.
(With the idea of Foxfire in the back of my mind)
,
I suggested
that upon returning to our project sites v/e interns might
gather a group of students together for the purpose of ex-
ploring and documenting folklores and legends surrounding
the past and present history and customs of their ctlinic group (s)
and culture (s). Each project might submit pictures, tapes,
and written prose, poetry, and essays (etc.) to a coordinator
who v/ould then put all the materials together into a book.
The "Product" v.'ould then be published and distributed to each
of the projects involved. It would be a v/onderful v;av for
students and interns to learn about the values, morals,
customs and traditions of other peoples; as well as to
discover new insights concerning their own culture.
The idea of involving students and interns in the writing
and cre^ition of their own book v;as met v;ith incredible eagerness.
What a perfect vehicle this would provide for implementing
the concept of multicultural education.
Later in the day a group of interested interns met to
explore the idea further and to come up with a basic outline
v;hich ‘each project could then take back to share v/ith its
students and Director. Here follows a rough sketch as pro-
posed by the advisory comn\ittee.
Outline
A. Title: Let The Children Speak
Y. iTach^pro j'ect will contribute as many chapters as they
choose to become a part of one huge book which will
be entitled "Let The Cliildren Speak". The title was
suggested by Chester Yazzie, who explained to us that
the Navajo Indians refer to all people as being
"children". VJe thought this would be a m.ost appropriate
title because children of all ages will be involved
with the creation of the book.
2 .
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It will ho up to the discretion of cMch iiullvidual
project to choose their pwn tiLle for the chaulors
pertaining to their own project. Thus, the book
v;ill have a general title "Let t)ie Children Speak",
as well as a subtitle for each individual project.
B. Rationale
i. To involve students at the Teacher Corps Project
Sites in the exploration and documentation of the
past and present history and customs of their ethnic-
group (s) and culture (.s) so that they might share it
with other students in Teacher Corps Projects
throughout the v/orld. Tiie purposes behind this
project are:
a. To provide students w-ith the opportunity to
take an active role in the creation and direction
of their own educational experiences.
b. To help students gain further insight and
av/areness into their own culture.
c. To teach students about the lifestyles, values,
customs and traditions of other peoples and
cultures who they might not ordinarily come in
contact with.
C. Basic Principle o f Book
1. The intention behind the publication of Let The
Children Socak is that it be a book written by
chTidren of all ages for other children of all
ages. It is to be a book of children sharing their
ov;n lives and the history and legends of their
ancestors w^ith other children. Interns, Team
Leaders, and other adults involved will servo
primarily as facilitators to these children.
2 . Students are encouraged to submit poetry, games,
songs, recipes, folk tales, legends, stories,
riddles, pictures, cartoons, sketches, diagrams
and any thing else chat is reflexive of their
people and culture.
Black and white photographs may be submitted along
v;ith written materials as well as tapes of actual
recordings of songs, interviews, etc.
All mate-rials submitted must be clearly dated and
I'toiTirioT^NTth the name(s) and age(s) of authors
as well as the project name. ^ pjM O. lCT
A
'
,
A
.
0
icl
a^cnirs
D. Date
i
.
responsible for coordinating the implementation of
I.et Th e Children Speak at perspective project site
and communicating back to tlie central coordinating
committee. (The n£imes of representatives and
coordinators (are listed at end of this outline)
2. October 15 is the Deadl
i
ne for project representatives
to communicate v;ith Nancy V7clbourn to tell her
whether or not they will participate in the creation
°^ bet The Children Speak .
Thus representatives are encouraged to contact their
directors and look for interested students as soon
as they return to their project sites from CMTI.
(Each person should enclose with their reply a large
self-addressed stamped envelope to facilitate further
communications.)
3. It is hoped that if our idea is met v;ith sufficient
enthusiasm, support and approval that we will be able
to have all our materials submitted to the central
coordinators by April 1, 1977. So that Let The
Children Speak can be published by tha 1st of July.
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PROPOSAL FOR DIVERCEtlT EDUCATIONAL PROJECT
CENTRAL CITY PUBLIC SCHOOLS
School High School . Principal^ Hr^enhs DateJO/ 19 / 7.0
I . Type of Project :
A. Trial set of textbooks
B. Trial use of special equipment
C. XX P ilot course
' Q, Pilot program in instruction
E. XX Pilot program in organizational structure
of scLoo.
p. School publication
G. Other
II.
111 .
Pu rpose of Project : A. To provide students v/ith the opportunity to take
an active role in the creation and direction ot their cv/n educational
experiences. jq students gain further insight and aware-
ness into their' own culture.
, t
c. To teach students about the lifestyles, values,
etc. of others v.'o they might not ordinarily come in contact with.
T^-niP Period of Project : School year ]^]±IL
Project planned to begin on immediately^JQ/li/To
—
and to operate as a pilot project until _01Z30L77__
‘Evaluation report to be forwarded’ to
Central Office
06 /30/77
on — — —
-
I V . Pupil Personnel Involved
:
Grade (s 1 9-10
VI
Name of Course,
Foxfire
Pupil
Track BL/BC
Additional Identification,
Students in BL/BC Program at- the IiiG.lL^Si±aQl
Instructional Personnel IriVoljj;£d.
7ee.cher(o ^ Charles IsoU,
Ql-_hers Haney Uilson
(T^her Corps Intern)
Other Anor.rle. Involved
(colleces. coi^enity agencies,
etc.):.
The High Sch ool
Teacher Corpsjroig^
TIir» n en ounuui i -- r-_ ^ ^ .
opmentjJcorjjJJ^aj:jSjjije
2A0
VII. Materials to be Used:
Text(s) Title: "You ard Auntie Arie: A Guide to Cultural
J ou rnalism”
Publisher: IDEAS^ By Pamela V!ood Yea^Ji
Title:"A Manual for Fiel dworkers” ; "Moments”
Publisher: IDEAS By. Edv/ard Ives
Year: 75
Equipment ( Describe): Photo cameras, tape record_ers , film, tan^
Other (Describe):
\lll, proceoure to be Used: REFER TO
ATTACHED PROPOSAL
IX. EstimatajLixcenditutes: JEFILILAII«159£0Mk
X. fiHrfitional
T nforaation or Co^men^: Text of
program in av.ached pr p
Phases II and HI to be submitted at
a later date.
TO BE FILED WITH THE CEMTRAL
OFFICE I!l DUPLICATE TWO
PO,
• the SEMESTER IN WHICH THE
PROGRAM IS TO BE INITIATED.
THIS .IILL ALLU
STUDY /viTD DISCUSSION.
'
.
"
the central office stands
ready to assist you at any
time WITH preliminary
PLANNING.
FOR CENTRAL OFFICE USE:
Approved by:_
Date:
Form: Ed. 001
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FOXFIRE PROGRAM PROPOSAL
Rationale
The program described in these pages was developed as one response to the
social and educational needs of bilingual and other students at the High School.
The impetus for this program was initiated by a High School Teacher Corps
Intern at a National Teacher Corps summer conference. The initial program was de-
signed to involve students at the Teacher Corps Project site in the exploration and
documentation of the past and present history and customs of their ethnic group and
culture so that they might share it with other students in Teacher Corps Projects.
Many students at the High School lack the basic academic skills necessary
for survival in the society and for proficiency in higher learning. This is a
national trend as well as one specific to Central City and the High School in addi-
tion, many students at the High School lack knowledge and awareness of their ov/n
ethnic background and community as well as the backgrounds and communities of other
students. To compl i cate, thi s situation, an unfortunate by-product of the school's
organization is the separation of students by groups and their isolation from each
other. These are significant aspects of the social and educational realities of
students at the High School. For students in the bilingual program, these
realities are intensified because of their cultural and linguistic distinctiveness,
their recent ethnic immigration, and discrimination against them in the society.
We feel that the program described in the following pages begins to address
the above named realities. Specifically, the program is designed to:
1. provide students with the opportunity to take an active role
in the crea-
tion and direction of their own educational experiences.
2. help students gain further insight and awareness into
their own culture.
3. teach students about the lifestyles, values, customs,
and traditions of
other people and cultures who they might not ordinarily come
in contact
with.
The proposed program is divided up into three distinct
yet successive phases.
The first phase will serve as a pilot for
the later 2 and will specifically involve
students in the bilingual program. The next two
phases increasingly involve other
students in an expanded program.
Phase I
Primary Goal
To provide students with novel learning
experiences that will enable them to
2A2
,
learn nore about their ov/n ethnic groups and cultures.
Objectives : ' •
*
I
.1. To provide conununity field experiences for students to assist the level of
positive av/areness of themselves in their environment.
2. To help students reflect on the issue of being immigrants.
3. To provide experiences that assist student development of positive per-
sonal and group identities.
4. To involve students in variety of activities relevant to them as Spanish-
speaking people in 'Central City.
5. To provide students v/ith meaningful v/ays of acquiring basic skills
in
''reading, v/riting, and English.
6. Assist students in developing skills in English, Spanish, and
Social
Studies through exploration of their ov/n culture.
7. Help students develop methods of analyzing social
and cultural phenomena.
8. Provide students v/ith opportunities to learn how to
operate photographic
and recording equipment.
•
9.' To help students develop research skills of observation
and interviewing.
i 10. To provide students with
opportunities to develop and utilize decision
making and problem solving skills.
Description of Program
A. stiirignt Population : All those students
enrolled 1n the High School
Bilingual Program. •
,
.
'
B Staffing.: The staff will consist
of the Bilingual and ESL teaching sta.f
and one TC incern and supportive assistance
from other school staff and
community agencies. One of the Bilingual/ESL
teachers will be selecte.
as liaison between the principal
and school system and the program.
,
^
r Student Proaram: The Program is designed
to make flexible use of peno s
which time students in the Bilingual
Program will
have blocks of time to carry out
program activities. Regular y sc
.. u
irarning activities during those
periods will be continued. Tne
Program
is designed to meet the same
basic objectives as those regularly emp
oy.
in Spanish, Soc. . and ESL
classes.
Process
acti
”^oora,n will beein with an introduction
to students concerning
goals and
,:;r:f Progrl; and technical training necessary
to meeting those goals.
I
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StiidGnts will pdrticipatc with thG staff in thG designing of and implementing
of the program.
Students will be involved in the following;
1. Students will go out into their corrjnunity and interview and photograph
residents and people in agencies about the problems the community is
facing. They will seek out stories from the people they meet and make
friends with about their lives, work, crafts.
2. Students will engage in decision making and problem solving about their
fieldwork.
3. Students will engage in the creative expression of their own ideas
through the writing of autobiographies, essays, poetry, and through
drawings and other art work.
4. Students will organize and compile materials collected in the field into
the form of a chapter for a magazine.
Resources
The program requires no special funding from the Central City High School.
The following resources will be provided to the program through the Teacher Corps
Project: 1 Intern, consulting Teacher Corps Staff, materials and supplies.
Phase II and III
An outline for the remaining phases of this program (Phases II and III) will
be submitted at a later date.
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Bilingual Foxfire S tudent Questionnaire
The questions on this page are to help the teachers in the Bilingual Program
find out if the Foxfire program was helpful and meaningful to you. How you
answer these questions will help determine whether or not Foxfire will be con-
tinued and if it is, v/hat changes need to be made in the program. Please answer
these questions as honestly as you can. THIS IS HOT A TEST. IT WILL MOT BE
GRADED. NO ONE WILL KNOW WHO ANSWERED THESE QUESTIONS.
Each question has five possible answers. Please circle the answer that most
closely represents your response.
*******
1.
While working in Foxfire, did you learn things about your community that you
did not know before?
not at all a little, Somz a lot I don't fenotc
2.
Did you discover that there are programs and activities in the community that
you would like to be involved in?
nonzat all a: coaplz 6omz a lot 1 don't knoLO
3.
Do you feel that a program like Foxfire can or did help you to learn to write
better in English?
not at all a littlz 4>omz a lot I don't knoLV
4.
Do you feel that a program like Foxfire can help you learn to
read and speak
better in English?
not at all a littlz 4ome a lot I don't
knotv
5.
Do you feel that a program like Foxfire can help you
learn to read and write
better in Spanish?
not at all a littlz 6omz a lot
I don't knoLO
6. Did you learn how to operate cameras
and tape recorders while in the Foxfire
project?
a, lot I don't bioio
not at all a littlz 6omz
7. How much writing did you do in
Foxfire?
not much ^omz
a lot I don't knoiv
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8. How much were you involved in making decisions during the Foxfire
not at alt a tittZa Aome a tot
9. Vlas v;orking in Foxfire harder than your other courses?
not at att a tltttz 4ome a tot
10. How much writing did you do in Spanish in Foxfire?
nonz a tUttz ^omz a. tot
11. How much writing in English did you do in Foxfire?
nonz Cl tittZz iomz a. tot
12. How much reading in Spanish did you do in Foxfire?
yiOnZ Cl tttttz -40 )112. Cl tot
13. How much reading in English did you do in Foxfire?
nonz a Uttlz 4ome a tot
OPEN-ENDED
t*******
14.
What kinds of things did you write in Foxfire?
15.
What kinds of things did you read in Foxfire?
16.
Describe the things you did while in Foxfire.
project?
I don't knoio
I don't knoiv
I don't knoi'J
1 don't knoio
I don't knoiM
X don't knoii}
2A91.
Did you learn new things about your conimunity and culture in Foxfire? If yes
what? What did these nev/ things mean to you?
'
’
2.
Do you feel differently about your community as a result of things you did in
Foxfire? How do you feel differently? Please explain.
3.
Did Foxfire change the v/ay you think about school? reading? v/riting? Spanish?
English? Please explain.
4.
Was it important to you to learn how to operate cameras and tape recorders?
5.
How did you feel when you began your interviews?
How did you feel when you finished?
How did you feel about transcribing or writing up your interview?
6.
What, to you, was different about Foxfire?
How do you feel about these differences? Are they important?
7.
Was Foxfire important to you?
8 . When you saw the finished product (interviews, photos, etc.)
what did you
think of it? Did it make you feel good? Please explain.
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Desarrollo de La Coi?un.iclad Hlspcma
entrevista por Miguel Cotto y Johnny Ortiz
Hector Reyes es uno de los Ivombres ires cx5rxx;idos en la cximnidad
hispana de Ivorcester, Massachusetts. Desde que vino a VJorcester hace 15
aiK)S se ha preocupado mucho por los probleinas de la genbe hispana de
nuestra ciudad. Ha sido el director de la Casa de la Ccniunidad, lugar
donde la gente hispaiia asiste para buscar ayuda de trabajo, apartamento
/ /
etc. Ha sido itiierbro de La Asociacion Latina Progreso y Accion, una
organizacion que ha tratado de fonentar el desarrollo cultural, educative
/
y econcmico de la cemunidad hispana. Ultirrairente ha trabajado en Wor-
cester Tenants’ Association, un grupo dedicado a ayudax a gente que
alquila su doricilio. La siguiente entrevista temo lugar en su aparta-
mento.
/
CQITOi^Ccrro usted se siente aqui en los Estadcs Unidos trabajando con la
1
conuhidad hispana?
REYES: Bueno, yo n'e siento bien. Yo me voy a basar ahora en la
cernunidad
PuertorrigueHa. Porque, a'orque hay otros pueblos hispanos en el noroeste
de los Estados Unidos- colorbianos, cubanos,
ecuatorianos , nosotros los
puertoriquercs somos la rrayoria. En VJor-
cester, el ccr^ponente puertorriejueno de la
pobalacion hispana es de 85% a 90%. Desde
uego las necesidades son mas nurrerosas
entre los puertorriqneTiOS
porque semos la
mayoria. Pero de la iranera en que yo lo
veo, los programas que asisten (a los
•
^
puertorriqushos) no son la solucion ce
( • f" / '-ifr. 'r- ,
•:\:r
..
n : ^
-
I v’-T'' ,
t Vb -‘'Z
i -
'
i' :»
'.r-
•
.
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*
.'-t'-r -.1
252
nucsLros problems pra.]u «2 los tjroblonwis orpicvan cn ]a sibiacion dc
Ricrto Rico.
.
.
CQITO: (} Ccrno ves la situacion dc nuostra gcntc?
P£YES: Auncjue yo r,K) sicnto quo !ic cuir.plulo conciortas c:osa3
,
nuostra
gonte continua cada dia para abras i.vor los problemas que cjcisten -
por los problo'.’as tin los hogaros true contribuycn a quo los inucliachos sc
salgan dc la escuela, },x)r la droga, por falta dc cntxcpairuicnto para
trabajos buenos, ^xarquc nuostra gcntc ticnc que haccr los trainjos nas
n^los y nuestros jovenes tarnbr^i. Todos estos son factorcs que no so
van a resolver de un dia ^xira otro. Si tu lees la his'.Loria do los
^^tados Unidos veras q_jue otros grupos ctnicos cp.ie han vonido aqui —
ibalianos, irlanc-oiioes, judios han pasado por cl niimio nroceso que
estainos pasando abora. Tienc qre liaber uii canbio socio-cconanico de
la gente puertorrrquena y la fonra en quo csto vd a cambiar cs que
tenemos que tratar que nuestros Kijos se cduquen. Una vez que nuestros
hijos vayai'^ a la cscuela, entren a las universidades, la econania de
nuestra gente va a cambiar. Mas durante los proximos 50 o 60 anos
quizas la cosa va a ser bastante dura y cl proceso va a ser duro.
• /
CQiTO: c. Usted cree que para mas adolante la cosa sera mas dura?
REYES: Si. Va a continuar dura por muchos ^os. Por ejemplo, la
/
calidad de cducacion que se los ofrcce a nuestros jovenes
en las cscuelas no cs la mejor. No hablo de las closes del prograra
» # ^
bilingue siro del programa regular. La mayoria de nuestros jovenes
que matriculan en la escuela superior se saleia antes de graduarse por
las frustracionos. ITuchas voces Icon a ua niv'cl de cuarto ,o ejuinto
grado. Lsto ha sido porque los anos que han estado en escuela eleiten-
tal niinca se Ics ha prestado ayuda a esLos estudiantes. Cuizas cn
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inuchas partes por discriminacion por parte do los nvnestros. Por otra
parte cs muy dificil cjue padres que tienes un segundo o tercer arlb de
escue]^ puedan motivarlcs a estudiar o a^nadarlos con su trabajo.
C0ITO: <! Cuanto tienpo I'lace que ustcd esta trcibajando cn la ccmunidad
hispana?
REYES: Hace ccno ocho einos. Yo fui una de las personas que fundieron
la organizacion ALPA— Asociacion I.atnia Progreso y Accion. I lace
algunos anos cuando la gente en las ciudades cemo Detroit, Ne-z/ark,
/
Los Angeles enpezaron a querrar las casas, el gobierno planifico unos
programs de "antipobreza.*" En esa etapa yo trabaje para ALPA como
cuatro cinos. Pero si tu lo miras bien profundamnte eran programs
de "antipobreza" pero la gente va a seguir siendo pobre. Solo alivian
uno que otros problems. Hemos tr£±)ajado con el departarnento de escuelas,
con la ley bilingue; no se si ha ayudado mucho de nuestros estudiantes.
^'as ese program no se si ha curtplido en la form en que a mi me gus-
taria. Hemos trabajado en viviendas, asuntos legales, todas estas cosas.
/
Eso nada ms es aliviar un'poquito los problcnias pero nO es resolvarlos.
lo mas en lo que estoy interesado ahora es que nosotros haios fonrado
una organizacion que no recibe fondos de ninguna indole. Podranos
deimndar nuestros derechos para nuestragente y no estareros atados a
dinero cue nos da el gobierno. Esto es lo que nosotros debemos de hacer.
Tenaros que liacer nuestros propios sitios, educamos unos a los otros,
ayudamos unos a los otros, fonmr nuestras propias organizaciones.
'^Por que se tiene que tener un proyecto caro ALPA, una Casa de la
CoTTunidad? Se tiene que tener esto porque las agendas que estan su-
puestas a proveer esos servicios, que rc^ciben cantidades de dinero, no
2.V*
x..= uycn X..
^
:
• ^‘°
=-—
- re.o on 0.0 son., oso os
-o ,„oo;uo nos
.niXica y nos . inloia.va pasa co.onzar a
resolver nucstros problemos.
j\^torriquena
entrevista por:
~Noro']~?TT-i j
Juana GrajVles ’ tosorio y
La Sra. Olga Muriel
nacio" en San Juan el 18 de
Novierrbre de 1929. Durante
su ninez sufrio varies enfer-
ntedades quedando sorda de un
oido.
Sra. Muriel trabajo"
por inuchos anos dando canida
a domicilio. Tiene seis hijos.
Desde hace dos anos reside en
VN’orcester.
Platos Tipicx^s
He aqui algunas reoetas de algunos platos
."picos puertorriejuef^os,
que nur.ca han de faltar en toda resa puertorriqueSa
.
Cirilo: I Quo cosas debenos tenor en nionte al Drepoaar un plato
tipico Duertorrlqueno?
Sra. f'Airiel: Tener los ingredientes ccro por ejcirplo, la
papa rollcna; puos prir.Yuramente se lavan las f^pas, luego se
hierven y despues se prepara la came nolida con todos sus ingred-
icnte.'j.
255
Aq interview vd.th Mr. Benj ciiTiin Dums^ Principal of North High School,
Central City, Kiassachusetts .
I decided to interview I4r. Bums because there had recently
been soine trouble in the domtovn area th^it involved viiite and Puerto-
RLcan students. I wanted to knav haw the Spanish speaking students
first cams to Itorth High. Mr. Bums told ms that they first arrived
at North about se-'.Ten ye£irs ago. The first Spanish speaking students to
arrive were Colorrbian. Then came large number of Puerto Rican students
frcm New York City.
Mr. Bums pointed out that the students who arrived at North
High were educated in New York City, not in Puerto Rico, and the troubles
that they faced in doing well in school \-7ei:e. the resu3.t of New York
schooling.
He went on to say that the school now has students from Greece,
France and Italy. Bi-lingual programs in Spanish and Greek exist at the
school. All the students who do not speak or read English as their
native tongue talce Einglish as a Second language.
Before I felt his office, Mr. Bums reminded me that all
students ought to be thought of as equal, tliat the
difference in skin
color or accent should not affect the way the
school teaches them.
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La Vida de un toes tiro
entrevista por Arnparo Cotto y toureen Salazar
EXileterio Orteqa nacio en Naguabo, Puerto Rico, luego se traslado'
a la Ciudad de San Juan para estudiar. En 1953 ingreso"' en el Am^y.
Trabajo por seis ireses en una factoria y en 1955 carenzo'' a estudiar
biologia en la liniversidad de Puerto Rico. Fue iraestro y director de
una academia por cinco aRos. En el ano 1973, se traslado a Boston dorde
trabajo por un ano con Teacher Corx^s ccr.o "Team Leader" y en el 1974 se
/
traslado a VJorcester.
Durante su tierrpo libre trabajo con la ccCTinidad hispana y ensena
en Worcester State College.
Cotto: <iCQn que propc5sito vino a los Estados Unidos?
Ortega: Con el propo'sito de traer a mis hijos a estudiar.
\ /
Salazar: 6 Por que razon decidio trabajar ccmo maestro bilingue?
Ortega: Sienpre he sido maestro bilingue, me eduque* en Estados
Unidos y he trabajado en escuela privada en donde tenia estudiantes
americanos y traducia para ellos. Fui maestro de Ingles para extranjeros
y al veu: la necesidad que habia de maestros bilingues, tuve la oportunidad
de trabajar tienpo conpleto en la universidad.
*
Cotto y Salazar: ^ Caro consiguio'^el trabajo de maestro bilingue?
%
(i Quien lo ayudo?
Ortega: Por esiuerzo propio. Enpeze^dentro da la ley cubriente
en los Estados Unidos.
Cotto: ^Esta cs la uiiica cscuela donde ha dado Usted clase?
Ortega: No, he trabajado a nivel de colegio en Atlantic Jr. College,
en la Escuela Publica de Puerto Rico, en Poston, y tengo IB anos de
experiencia cemo maestro.
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Salazar: 2 Lo gusta la Central City East Middle?
Ortega: It's toos.
Cotto: ^Estaria ijiteresado cn obtener otro tipo do trabajo?
Ortega: For ahora, no.
.Me sicnto c^nodo. lie tcnido oportunldadcs
de conseguir rr«2jores trabajos y no lo he hecho.
Salazar: 2 One ooina usted de los denas maestros bilingues?
Ortega: Lo major que hay.
Salazar: ^Q-ae suitolismo tiene r-ra usted los instrumentos rusicales
tales coiTD el gjiro, la maraca, el cuatro, etc?
Ortega: Representan el espiritu nacional, el medio por el cual se
expresa nuestra cultura. Dichos instrm^ntos son parte de nuestra
herencia cultural. Por ejarplo, el cuatro, bien t|cado, es ccmo oir el
alira del indio tamo porgue es origen de nuestra cultura.
Cotto: ^ Cuai es una de sus actividades favoritas?
Ortega: Coleccionar antiguedades
. Tales coro la Igilera, donde se
cuela el cafe, ditas, cocas, yugo, etc.
3
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roraxr
El Dia de los Reyes
cnsayo y dibujo Daniel Morales.
CXiarvlo el nino Jesus nacio, aconLocio un milacjro iivjravilloso.
Se pai'o sobre el poseijre donde dooTiia el nino una esbt;ella graiidisina
y brillante. Desde nruy Icjos Lres Reyes que liabian seguido el
viaje de esa estrella <* vinieron con ofrendas y rcgalos para el nino
Jesus. Sus narbres eran Caspar, Melchior y Baltazar.
El seis de enero es el dia quo se corerorora la visita de los rcyes
al nino Jesus en el ruindo hispano. Ese dia se liana cl dia de Los
Reyes. En Puerto Rico todos los ninos desde un ano en adel^uite se al-
egran en el dia de Los Reyes porque es cl dia cjuc rcxribon sus rcgalos
-
La noche anterior todos los ninos dejan una caja con pasto (para los
camellos) debajo de sus camas. Por la nvanana, si lian sido buenos,
desaparacera el pasto y en su lugar habra un juguete u otro regalo
/*
bonito. Doi'ante el dbi habra una fiesta de ninos y adultos con
muchas- canidas ricas y tipicas de Puerto Rico - lechon asado, inor-
cillas, nueces, arvellanas, -arroz con dulce, etc. Ay, quo ricol
y por la noche todo el nundo sale a la cal.le a parraiidcar - tocojido^la
guitarra y cantando por todas las casas del vccindario.
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gicnto y dibujo por Dan.lol Morales .
Una vez un oato corricTa un raton. £l raton, nuiy asustado, no
tenia un escape^ solo una paLnva do coco^ y rapidair^^nto su.bi6 a Li pal pa.
El gato se quedo esperandolo dobajo de la pa lira y lo dccia, "Cuando
b.ijes te voy a corror." El gato se qutxio csix^rando al raton. Ya era
de noche y el raton se le ocurrio una idea. Ilizo un agujoro cn un
coco y se deje^caer sobre las aguas del rib y el rio se lo llevo”^
corriente abajo. El pobre gato se qiaodo'^tcvda la noche estx^rando al
raton pero el raton jams oajo.
APPENDIX B
U. S. HISTORY: SOCIAL AND HISTORICAL
PROBLEMS OF AMERICAN ETHNIC GROUPS
PROPOSAL AND MiVTERIALS FROM
PROGRAM
The Multicultural
January, 1976
October 1, 1976
(final week)
IMPLEMENTING MUI.TI CULTURAL CURRICUIJi
IN AN URBAN HIGH SCHOOL
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The First Year
. S. History Course
Course offering for teachers; "Racism and Education." Consis-
ted of the examination of institutional racism in schools in-
cluding personal prejudice, racist and sexist curricula,
teacher-student interaction, school-community interaction and
relations. Eight teachers participated. They were those al-
ready attempting to openly or quietly deal with the problem.
A. Teacher Corps Inter, Mr. Ponds, developed the germinal
idea for a social studies course that revolved around social
history and issues concerning Black Americans, Puerto Ricans,
Irish and Native Americans. Idea grew from students being
referred to him for tutoring by social studies teachers.
Some of these students were Black. Ponds (P) noticed that
course content and text were highly Anglo-conformist and
taught from a dry, uninteresting traditional perspective.
Student responses in many cases caused reactions that ap-
peared to be reading or learning problems. P noticed that
students, in response to more personally relevant and ethni-
cally oriented materials and less traditional teaching ap-
proaches, tended to learn readily at appropriate cognitive
levels and read thoroughly and comprehensively. He conclud-
ed after discussions with students about their required
U. S. history courses that they readily perceived histori-
cal distortions and were uninterested.
B. Project staff had decided (independent of P) to initiate a
stronger MCE (multicultural education) focus, to begin with
the offering of an inservice course on the topic.
C. P after acquainting some project staff with his course idea,
approached Mr. Wilson (W) who was a Black English teacher
with a social studies background and certification to seek
his input and his service as a cooperating teacher in imple-
menting the course.
D. P involved B vC. Brown) a member of the project staff in fur-
ther developing the proposal.
E. P and B discussed the problems the proposal sought
to address
and further developed it as an alternative U. S.
history
course that would meet state requirements as well as
meet
_
junior year English requirements. It would run for two perio s
each day and be an interdisciplinary course that
dealt with
U. S. history from the standpoint of primarily
non-white
ethnic groups with the inclusion of Irish and Italian
Americans.
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November, 1976
(first week)
(n)id-month)
(mid-niontb)
December 21,
F. The proposal was submitted to K (rrinclpal Keiths) to ob-
tain initial approval on procedural issues, i.e., time-
lines, feasibility of back-to-back English and U. S.
history courses.
G. P had called the State Department of Education legal office
to research the legal issue and was told that ’a letter
would be sent in response if he sent one.
A. Principal asks how much W (Wilson) is involved in the pro-
posal and whether or not L (Lanily, social studies depart-
ment chairman) was involved. P and B said that W was in-
volved. W had simply told them to go ahead, it looked good.
They said that L had not been involved because they wanted
to see if proposal was procedurally poSvSible first by sub-
mitting it to K.
B. K also asked if the course could legally pass for a U. S.
history course. He asked B and P to see L and then he (K)
submitted the proposal to W. W had not seen the proposal's
latest version and told K so.
C. P and B. met with W to discuss the proposal. We agreed
with the proposal and wrote a letter of support and involve-
ment to K.
D. P, B, and W met with L to discuss the proposal.. Based on L's
input, the developers expanded the number of ethnic groups
involved, agreed to seek and operate from definitive answers
to the legal issues involved, to include specific coverage of
National founding documents and government, local documents
and government. They also agreed to meet the system’s social
studies committee and subject coordinator to obtain system
approval. Based on these agreements, L agreed to support
the proposal dependent on favorable responses to legal issues
and to social studies committee concerns.
E. A verbal report was made to K by B. K then determined that
the course could not be a two period interdisciplinary course
(English and Social Studies) due to the impossibility of
scheduling. B argued the issue but to no avail.
F. A meeting was scheduled wi.th the social studies committee to
take place on December 21st. In the meantime the process of
implementation was temporarily suspended and the developers
further developed the proposal Itself and developed some of
the units and materials to be used.
1976 A. B, C, and J (Jones) met with Sams (S)
,
Applebaum (A) and
Simons (SS) concerning the proposal. L and W v;ere absent
from school that day and unavailable for attendance. P bad
done nearly all of the work on researching and developing
units for the course with some help from B. in materials and
discussion of approaches. S agrees to accept the course on
several conditions: (1) that a larger range of ethnic groups
be included; (2) that the "integrity and dignity" of
national
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documents and basic democratic social institutions be pre-
served; and (3) that the course title read "U. S. History:
Social and Historical Problems of American Ethnic Groups."
This meeting took place just two days prior to the Christinas
break.
B, What was not resolved with the social studies committee was
two questions: (1) V/hy should there be an option to U. S.
History; and (2) WTiethcr or not the course bad to be taught
chronologically
.
C. Same day: Informed K of social studies committee decision.
A called K to confirm.
January, 1977
(first week)
(second week)
January 20, 1977
(END OF MONTH)
A. W and L informed of social studies committee decision. K
said go ahead with implementation under L's conditions.
K requested course description and list of topics to be cov-
ered in sequence and course units before he could give his
final approval. L echoed that and added that he wanted a
list of texts and materials. We agreed to submit course de-
scription, topics to be covered (specified not sequenced)
and sample units and lessons.
B. L and K beginning to get different impressions about what was
going on in spite of the fact that B had been designated
spokesperson by the project and by W.
C. W still not fully involved except verbally.
D. L stops communicating.
E. P and B still researching and developing units and searching
for adequate materials.
F. B attempting to step out of the process of unit development
because he was not going to be doing the teaching and trying
to get W to do what he had committed himself to.
G. B met with L to discuss advertisement and recruitment. L
said no students should be taken from current U. S. courses
due to possibility of losing teacherr due to underload. B
sympathized, but said he still wanted to do a school wide
11 and ]2 recruitment to ascertain interest, select from
among those interested. L deferred approval of this approach
to K.
H. B approached K with the recruitment plan and obtained immedi-
ate approval.
I. B, W, and P discussed advertisement. W developed notes, P
wrote advertisement.
J B presented rought advertisement to K, who made
appropriate
changes: {h credit for half year, stated historical
cover-
age period.
K. P presented changed course description ' and
advertisement to
L. L became angry and leveled charges of deceit
and plotting
to take students from existing U. SJ courses. He
also felt
that the proposal developers were changing agreements
and as
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February
,
pccts of the course as we saw fit.
L. No formal needs assessment had been conducted because we
already knew several interested students and knev; of the
needs of other students that would be met by the course.
These needs were extant partly due to the poor quality of
teaching and curriculum in the social studies department.
M. According to all statements of involved decision-makers,
the course description and advertisement meet the needs and
concerns of both L and K. What still was not available
that they wanted was a list of topics to be covered and more
course units. Two units were available. Plenty of room for
misinterpretation exists. Both K and L are referring deci-
sions to each other.
N. B sent a memo to L stating that all involved would colla-
boratively determine which of the interested students would
take the course.
O. B and P meet with L and L's concerns. L avoided answers to
specific questions. The meeting ended in anger on all sides.
Again L asked for a brief one-page course outline (Jones
witnessed this statement) . B wrote a one-page course out-
line in the next two hours which in fact included all of L’s
elements and major topics but these were submerged as sub-
topics. L claimed that it was therefore not a history
course. He then showed the outline to A and S, who agreed
at his request. L handed P and B a history textbook in use
in the other courses. Said the outline showed the major
topics and chapters that the course must cover.
P. W had meeting with A and decided to assist communication by
having another meeting of the social studies committee.
This was scheduled for February 7th. Jones met \^th L and
asked what was needed. L said he needed a course outline.
1977 A. Another meeting of B, P, W, J, and S, SS, L and K. B, P,
and W had a 12 page course outline, three types of sample
units and some sample lesson plans. The outline and units
demonstrated that: (1) the course V70uld use basic historical
chronology; (2) allow topical and student interest explora-
tions and flexibility; (3) the outline could serve as a
checklist to insure coverage in the presence of the flexibili
ty S SS A, and K are impressed. W said that this was
what he had been looking for. B said, why didn’t you say
so
in October. Sams said the outline resembled new system
his-
tory curriculum (which can’t be taught xd.th the current text).
We had seen the new curriculum intentionally incorporated
many
ideas from it. B and P said, new course is an attempt
to im-
plement the new curriculum. Course approved for the
second
time.
B Advertisement plans were to proceed as .planned.
The develop-
ers had already missed all system and project timelines
and
the next semester was due to start in the next
week.
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(mid-month)
C. P want through tbe English department to pass out course
description and explain the course to students. K had also
said that a few schedule changes could be made where appro-
priate. P told this to students and told them to do this
through their guidance counselors which the developers had
been told was the appropriate procedure.
D. An initial list of interested students was developed of 13
students, half currently in U. S. courses.
E. P informed history teachers of potential changes but they re-
fused to cooperate because L had not and would not give the
go-ahead to them personally.
F. Guidance department also had no knowledge of the upcoming
changes. The process was corrected after several unnamed
students were turned back by the guidance department. K in-
forms guidance of the plans.
G. Discovered that L had told guidance that no students were to
be switched from current U. S. courses. Kids who had already
tried v/ere lost because they decided a couple of days after
getting the information from P and no-one knew their names.
Meantime, kids who had signed up for the course kept asking
when it was going to start. Their teachers wondered too.
Other courses had started three days before.
H.
I.
J.
B approached L to explain discrepancy between agreement ob-
tained at the last meeting of the social studies committee
and what L was doing. L responded by asking B how many
students on the list were currently in U. S. courses. B told
him that he estimated that 9 of the 13 were currently in U. S.
courses. L responded that 9 of 16 isn't a few (he was speak-
ing in comparison to the total number enrolling in a new
course, not enrollment in current U. S. courses). B poinced
this out. L said B tricked him on semantics. B denied and
said further that the 9 were spread out araong existing U. S.
courses and represented an unmissable number from each course.
L left angrily saying that B should remember that he needed
L*s cooperation as much as L needs B’s. B asked L if they
could go ahead with the informational meeting for students
devised to try to recoup the losses already mentioned. L
said yes, go ahead.
Seven days later, informational meeting for students was held
on February 17th. Thirty (30) students came to the meeting.
We could only take 15 for the new course. P sought
inforaa
tion from students about what they were presently scheduled
for during the period the course would be offered,
whether or
not students presently in U. S. courses and gave
them course
change forms where needed as supplied and explained
by gui
ance. Some students wanted to take the course xn
addition
to traditional U. S. course.
p didn't malte clear to students that the
course could
take 15 of the thirty present. TM s created a
log-jan at -
guidance office that day and the next.
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K. B called K, told him about the meeting and the number of
students. B said that the number of those, who came out of
current courses was to be decided by P, K, L and guidance.
L. P goes to designated class the next day to find no students
present. P went to the guidance office after discovering
through students that someone from guidance and a second per-
son had called a number of parents and told them one of two
things: Either the course can*t fit the student’s schedule
and therefore the student shouldn’t take, it, or the course
doesn’t do what a U. S. course should do, especially prepare
students for the college boards, or course doesn’t do what
your student needs, or taking the course would so mess up
the student’s schedule that the student may not obtain the
necessary credits for graduation. One student was informed
of this joint decision by her parent and counselor and phy-
sically and verbally prevented from telling P what had hap-
pened and why she couldn't take his course. She was precise-
.ly the type of student the course was developed for.
M. The course was finally implemented with none of the Black
students. P was given five behavior problems that other U. S.
teachers did not wish to deal with.
PROPOSAL FOR A DIVERGLMT EDUCATIOMAL PROOECl
CENTRAL CITY PUBLIC SCHOOLS
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School High Schoo l Principal Joseph Keiths Date 12/1P/76
I . Type 'of Project :
A. Trial set of textbooks
B. Trial use of special equipment
C. _X Pilot course
D. J( Pilot program in instruction
E. Pilot program in organizational structure of school
F. School publication
G. Other
II. Purpose of Project ; SEE ATTACHED
III. Time Period of Project : School year I^ZZ—
Project planned to begin on January 1977
and to operate as a pi'lot project until June 1_977
Evaluation report to be forv^arded to Central Office
on June 30, 1977
IV. Pupil Personnel Involved :
Grade(s) 11-12 Name of Course American History:
TrackJ^lixed
, Addi ti onll identifi'eati on Social and Historjc r^oblems of Arnerican
Ethnic Groups
V. Instructional Personnel J ny_qlyed;.
Tparherfsl
Others
Fnalish and History
Teacher Corps Intern
VI. nthsr Agencies Involved {colleges,
cor-jnunity agencies, etc.):
State r.nlleqe. Citv Hall ( H iiirian Rights
Conmis
_
sion, Law
flain-South Neighborhood Center, Prospect
Hou se
University
uep L.
. ; ,
208
VII. Material s to bo Used : Teacher developed materials, books already in use
in Public Schools,
Te X t s Title: S EE ATTACHED
F'ub li sher:
.
Titl e:
Publisher:
,
Year:
Eq u i pment (Describe) : Filmstri p projector ; Cass e tte pl ayer;
movie projector; phonogra ph; ta pe reco rder
Other (Describe): Scholastic Social Stud ies and llul
t
i -Cul tural
Education Learning Kits and Audio Visual Se ries
VIII. Procedures to be Used: SEE ATTACHED
Estimated Expenditures:
X. Additional Information or Comments:
TO BE FILED WITH THE CENTRAL OFFICE IN DUPLICATE TWO OR THREE MONTHS PRIOR TO
THE SEMESTER IN WHICH THE PROGRAM IS TO BE INITIATED. THIS WILL ALLOW TIME
FOR STUDY AND DISCUSSION.
THE CENTRAL OFFICE STANDS READY TO ASSIST YOU AT ANY TIME WITH
PRELIMINARY
PLANNING.
FOR CENTRAL OFFICE USE:
Form: Ed. 001
Approved by:
Date:
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RATIOMALE
Aniericflji rh’ story: Socictl ano Historical Problems cf /'jne ri ca n Ethnic Croups
Ihe educational program described in the following pages was designed’ in re-
sponse to the social and educational needs of students at the High School
The program is based on the ethnic and racial realities of the ci*y as v/ell
as the United States in general. The program is designed to develop in
students an awareness of the political, social and economic realities of
selected racial and ethnic groups to promote better understanding and in-
teraction among students.
Contrary to popular myth, the many ethnic, racial, and cultural groups com-
prising the population of the United States have maintained distinctive iden-
tities and cultural elements, flany European ethnic groups have, in the past,
been victims of prejudice and di scrim.i nation
,
as have Blacks and other non-
white groups, which has helped to determine their position in the social
and economic life of America. In addition, Black and Puerto Rican Americans,
among others, continue to experience racism in all spheres of human activity.
Educational institutions are in a unique position to aid the resolution of
these large social issues through the instruction of the young. Many students
1 ack 'knowledge and awareness of their own ethnic and racial background and
their local communities, let alone the backgrounds and communities of others.
This situation tends to aggravate intergroup conflict as well as prevent the
schools from effectively including these issues in the curriculum. This
program is designed to constitute one small step in -the process of resolving
this dilemma. Specifically, the program will seek to meet three basic goals:
1. To assist students to function more effectively in the larger
society, their own ethnic group culture and community, and
other cultures and comamuni ties
.
2. To increase students' awareness of the histories and cultures
of relevant, selected ethnic and racial groups.
3. To increase students' awareness of the many social, political,
economic and racial/ moral issues confronting ethnic and racial
communities.
This program will be a course alternative to the regular American history
courses offered in the school and will serve as a pilot for an expanded,
two period course to be offered in the Fall of 1977.
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PRIMARY GOALS
1. To involve students in the examination of the histories and issues related to
Black, Puerto Rican and Irish Americans and other ethnic groups in the United
States generally.
2. To involve students in the examination of the histories and issues related to
Black, Puerto Rican, Irish Americans and other ethnic groups in Central City,
' specifically.
3. To involve students in examining the social history of the United State from
the Colonial period to the present.
OBJECTIVE S
1. To assist students to develop and refine research skills in social studies
and in general social data collection.
2. To assist student gro’wth in the basic skills of organizing, interpreting and
evaluating social data and ideas.
' 3. To help students improve their uses of verbal, written, and graphic communica-
tion.
4. To enhance student reading skills.
5. To enhance student awareness of their own ethnicity, race, and cutlure.
6. To improve student awareness of and understanding of other cultural, racial,
. and ethnic groups.
7. To involve students in examining national and local history and government
from the perspectives and histories of various racial and ethnic groups.
8. To involve students in the examination of the U.S. Constitution, Bill of
Rights, Declaration of Independence, the Constitution of the Commonwealth and
local founding documents from the perspectives of various racial and ethnic
groups.
9. To involve students in examining and being involved with their own and other
communities in the City.
10. To involve students in examining the issues of race, poverty, values, and
culture.
,
. X
11. To assist students in developing more positive and realistic viev/s ot them-
selves.
STUDENT POPULATION
Student participants will be solicited from among the student population
at the
High School interested in aspects of American history and culture.
We are seeking
20 to 30 students.
STAFTING
TU^ will Mr Wallace. Mr. Wallace is certified in English
and Socia/studies and is well-credited in both these areas
He has also taught
in both areas in his career. Mr. Ponds, a Teacher
Corps Intern, has
Mr. Wallace as a cooperating teacher; enabling them
to utilize team-teaching
approaches.
STUDF.NT PROGRAM
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The program wil 1 be interdisciplinary, utilizing history, political science,
anthropology, sociology, literature, and the fine arts. The coui'se viill also
involve periodic visitation trips into vara'ous segments of the
community and to selected conniiunity agencies. The interdisciplinary and
experiential learning processes will have the advantage of exposing students
to different viewpoints and lifestyles for studying, comprehending, analyzing,
and evaluating the course subject matter. These processes will also aid tlie
development of specific student skills and tend to carryover into the personal
behaviors and attitudes of students.
PROGRAM ACTIVITIES
Students will be involved in the following activities:
1. Extensive use of the local community as a research and
observation resource.
2. Written and oral articulation of ideas, positions, and information
gathered by students from the community and classroom m.aterials.
3. Role-olaying and simulation of real-life political, social and moral
' \55ues extant \n the society.
4. Class and group discussion of the materials and issues in the course.
5. Listening to guest speakers and participating in visits to local
points of interests.
Participating in designing classroom activities.6 .
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High School
Central City, Ma.
,
01603
December 8, 1976
Mr. Ooseph Keiths, Principal
High School
Central City, Ma., 01603
Dear Sir:
It is with extreme concern that I write this letter. I
hope the "Alternative American History Course" will not be
discarded
.
I want you to know that the basic concepts embodied in
the proposal are in agreement with my views. There should be
a mixture of academic and alternative courses in a comprehen-
sive high school, I am not saying that the pilot course,
"Problems of American Ethnic Groups," is not an academic
course. Since the advent of the teacher corps, my thoughts
about the educational process have changed, A comprehensive
high school ought to have a variety of approaches. This v/as
the intention of Mr. Ponds, Mr. Brown and myself. I
support the basic idea of an alternative course proposed for
the High School.
Please remember that I was a history teacher before com-
ing to the High School. My undergraduate and masters degrees
are history orientated. In addition, I participated in the
Three Dimensional Project which was directed by the staff of
Sturbridge Village. Teachers had to develop projects whereby
students used the museum as a learning resource and afterward
conducted comimmity studies as well.
There are many ways to implement the proposed pilot course,
but first some problems ought to be discussed. The basic "hang-
up" over chronology- must be settled. Certain basic facts, dates
and topics could be covered with a programmed text. Perhaps a
set of pre-determined topics could be established with Mr.
Lamly before anything concrete is done. '
The intent of the three of use was to use this specific lo-
cajity, Central City, and explore what happened here in terms of
ethnicity. The local historical events could be used for the
basis of a comparative study involving national history. Central
City has a v/ealth, a veritable treasure, of unused historical
material for a pilot course on ethnicity. One of the best
ways to implement the proposal is to study the contemporary
then go back to the historical roots. The basic chronology
_
that relates to the political and social history can be satis
fied that way. Again, if chronology of special topics are a
problem, the two matters can be discussed and resolved.
How can ethnic history be taught? One answer come from
rny experience with a very perceptive ninth grader. Lori wanted
to know more about her Sicilian background so she asked _ permis-
sion to do an independent study project on her family history.
Lori's father was a "Central City Yankee," and her mother was the
daughter of Italian immigrants. She completed the project,
learning many things about imndgrant life in the city and plenty
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about our present and past immigration policies. The experience
was personal and very rewarding. Many students were motivated
by her efforts, and for some of her classmates, history was
more than dates, dead presidents and facts. Lori's report was
a success.
I urge you to support the proposed course of study.
OUTLINE ** PIT.OT COURSE
U.S. Ilxstory: Social and Historical Problems of /unerican Ethnic Grouon
I. Introductory Unit
This unit is designed to focus students in on their ovm ethnicity
and issues that may be associated v;ith students' ethnicitv, race
and cultural background. This is accomplished through the use of
structured class and individual exercises, class discussion, and
brief readings. This unit also acquaints students v/ith the purposes
of the course and raises the major issues to be dealt with in the
course
.
II. Local History
The history of major ethnic and racial groups within Central City
will be studied along with study of national historical trends
of diverse racial and ethnic groups. Parallels will be drawn between
the history of groups in the city and in the nation at large.
This unit will involve field trips to various agencies and im-
portant sites in Central City and will involve writings and class-
room discussions to complement readings.
III. Immigration
This unit will focus on national and local immigration and migra-
tion trends. Issues involved will be national legislation, local
and national economic and political trends as they relate to the
reasons for immigration and migration.
Where it is relevant, questions of culture will be discussed
as they relate to the reasons for imiaigration and the results
of immigrants' experiences.
IV. Relationships between ethnic groups
This unit will examine the relationships between ethnic and
2;a^ciai groups as they can be seen both locally and nationally.
Questions of the placements of groups in the social and econo-
mic structures will be examined, social and political ideologies
of the groups involved will also be discussed.
V. Family History
Students will be involved in the exploration of their own
ethnic and cultural backgrounds through the construction of
histories. Students will conduct interviews wich their own
members and be expected to place events of their o\^m family
and national trend periods.
racial
,
family
family
in time
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UNITED STATES HISTORY (SOCIAJ. HISTORTCM, PROBLEMS OP AMERICAN LTIINIC GROUPS)
LEARNING OPTIONS: BELOW ARE FOUR OFi'IONS COVTiRING TOPICS WE WILL BE STUDYING IN
Cb’vSS. YOU LTLL BE REQUIRED TO COMPLETE ONE OF THE FOl.LOwING OPIIONS JiY WEDNESDAY
JUNE T4TH . HIESE OPTIONS WILL ACCOUNT FOR 50'c OF YOUR FOURTH QUARTER GlU\D'i~
^
1.
NARRATIAT: OF FAMILY HISTORY. You may find this option difficult to do, but
veiy rewarding. It will mean researdiing the Central City directories, in-
ter\dewing parents and grandparents, looking at diurch or parish recordj
and may even include a trip to one of the local cemetaries.
History isn’t just mads by fiimous people like the Lincolns or the
Washingtons, but by conunon, average, eveiyday people; families, small groups
and the like.
You will bo required to complete a historical summary of your family
and complete a chart of your family tree.
2. INMIGRANTS AND INBUGRATION TO CEnTRAL CITY
Individually: You will complete a mnp (18" by 36" map provided) of
Central City that details where immigrants groups settled
and presently live. You vvrill also canplete a short but
concise report on the settlement, history and contribu-
tions of at least two groups.
Group (3-5): 1. Map of Central City (same as above).
2. A time line chart of when Central City's etlinic
groups came
.
3. And a summaiy of 6 to 10 immigrant groups in Central
City.
3. CE^'ETRAL CITi^'S GOVERNMENT: Write a report about plan E government. How
does iF operate? How are political officials chosen or elected? What other
fornns of city government have we had?
You will also be required to either attend or listen on radio station
WTAvG to a city council, sdiool committee, or other public meeting. You
should note what kinds of decisions were being made who vsas making them and
how they were made. You may also decide to m.ake a chart of the Plan E
system of government.
4. TERM PAPERS AND SPECIAL REPORTS: (Minimum of five hand-witten pages)
CoiTTparc and contrast local past
with the present
Biographies of local people
be sure to check with us before starting.)
Suggested Topics:
Central City in the depression
Central City in VAT
Central City in WWII
Slavery/underground railroad
(If you choose a topic not listed.
LEARNING OPTIONS: IMMIGRi\NTS TO AMERICA
1. TIMELINE OF IMMIGRATION LAWS : When were the laws passed?
Which groups did the laws effect.
2. MAP OF THE U.S. - showing the location of different immigrant
groups and what they were involved with (use pictures and sym-
bols) .
3. Write a creative story describing what it would be like going
to another country as an immigrant.
4. Write a first hand account of an immigrant group coming to the
U. S.
How did the U. S. government receive them?
How did other groups receive them?
What was their role in the development of the U. S.?
*You may want to use the Who Am I_ Sheets to interview people ^
or make up your own questionnaire.
5. Write a paper on Ille gal Alliens - include a newspaper or
magazine articles you find on this subject in your report.
6. Your own topic or project?
NAME
: ^
^
—
PROJECT:
APPENDIX D
RELEVANT DOCUMENTS EROM
CENTRAL CITY PUBLIC SCHOOL SYSTEM
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Ic (JEITERAL S'MEAIEcra
V/g 'balieve that the rolo of histor;^ ia to provida a critical
apprc^eh’ to tha pant and not eiriiply to Gtor« and transmit
the data that society i;.ants rsr.sm'bGred* ‘Iflie study of American
Eietory 'brin2;3 an increa.2Q of inionnationv an incrsass in.
abili'ty to distingnish accurate from inaccurate data, and an
jncrea-so in the range of perapectivea from uhieh one can vicualise
end interpret inforaation« Direct e:ip)2riGncev or vicarious
e:cperiences through the study of history^ can mho ono more rr^are
Ox tha full ranga of hnuian. behavior and eui.tural heritage , can
make one more re.3pectful and scncitiv© to ‘both the presence and
aboenco of uniformities in human hohavior, con make one more
alert to the vays in uhicb human ovents frequently have
happened and can enable ono to see the i^orld through tho eyes
of another era« T-hus one can see that c-pears so cortaiii or
80 oh'^oui3 in one age does not seen cerbedn^ o. h'/ioiuj in another.
VJo believe that there Hoist "be a strong eijpnasis on the integraw-ion
lOi the continuing contrihutions of mir.ori'C.y pooples end ail others
into the streen of imeric^ui Eiotoryo Eocont events such as Vietnam,
Watergate, CdoAo act^/ities, corporate hrihea, etco have called
into nuesticn traditional Amorican values that tJ8 have almost
naturally abtrihutod to pa^t loaders and events in UoS. history.
The cons-l-ont reinterpretation of the past seams to have
accelerated
In recent years, and interpretations once hold as
certainties
aro now suh.iect to critical re-ernmination. Blind
acceptanco of
the "truths of the past" is no longer acceptable
to a questioning,
B'earching generationo
’
A liigh school UoS. Ilistor:^' course should
provide as much opportunioy
aa posai'ble for the stu.deiit to esnnine a
vai'iety of di-verse
E^terialo, condTicfc 'In-depth onar^tion and roach
concluaionB,
leased troon carena rocea'cc*. HiaAsr conclusions
as to aspects
or r-ic ifa.;ron'i. punt nay vaiy a-on tno-ircionul
iut«n.Tet..';...ons.
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Eoifver, rathor -uhim having boen. the rccj-pient of a "given"
interpretation, ho uill be tbo forT?\ilr.tor of hic/iier owa
interpretationso ^L'hs teacher chould bo a guide
,
not cn in- ‘
doctrinator* Ho chon^ develop rosearch pro;JectG, help
organiso r/aterialu, uiaka suggoations, and above all, foater
in the st'idont an inquiring, aiiitl;?tical attitndo to^jard the past,
which attitude tha Btndont will carry into tha fntnro,
The c.om.'BO ehouLd not be teortbooh-orientsdo To^etbookn tend to
guide i?>‘’>radenta into a homogenaous group vjhicb has naEterod one
hirtorian®8 interpretation of tha pabt* Maanuhile, within the
history profession itself, controversy rages over nany of the
rnttora which are sitiiply stated ns "facta" in tho te^ct. The
studentB should leave the "facts only" stsge and gat into tho
niainBtrt^an cf historical analysis,, I'acts era certainly iinport-
ent, but analysin about facts festers an innuiring niind which
vjill ejihar.ee chances foi' s?. better future fjnarica,. Intellectual
growth 4 net stagnation, should be the outcoiiio of c. Xloiiic IU-5'’coTy
course*
A variety of sources muct be used* Original source iflat©rial 5 a
•^nrio’ty of secondary eoiarcos; errssination of cultural, 6tnii3.e end
racial contributions are some of tho tools to bo used to aehrevo
our goals*
The course is divided into twelve areas of investigaticno The
class chould deteraino which areas thc-y are moat interss-bed
in
exa3rfjilns. It Is highl? ttet all topics caa la
tasidnsd
in the oaaa daptb vitbin a ona-yeer coiass. Hence,
priorities
sniat be Rstabliahod. Certsdn popular topics can be
covered
in Ereat depth, •tihile other leas popular topics cm
he either
covered in leas depth or can ho ignorsd. CoverK30
_of_icetu^
t,vitBrlel is not the coal . A chronolosieal approach
irithin each
urea chos<ui may be eiaployed*
Uithin each area o£ invesflsation chosen, tho eroixp
uill deternino
tho noproaeh.. I’hs seals should he Eopt
constantly in tha fore-
^
front's., spproonhes are detor-nUed.
Eeclmiaues onployed shouln
in -rarlad, ijifcrLbbF:cipi^ interdiscJ.plinsjry
vhorc poDs„Dl8,
^
affective end st'teulatins. ^C'ne individuality
cf the
^
^
nature of tho class will deternina hou
the course is iapleuen.cd.
he
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Ueing; tho tkJ 2lYe ocpic approach doej not laoan that other topics
cannot ba developed and nsedo Ihe tifo3.VG topico aro moroly
iinggestod areaa the coEcnitteo conaidorcd to ho Important, theco
topics could very eanily lead to soparato m’JLnt~co’ar2-03 if they
prove populan« Indopondont studj can ho en inpoztr.nt at^pect of
inquiry cicaaination and chouH.d ho Gncounsgedc
Wo do believe that i;;jithiii each topic chosen there rmnt he a
otrong cuphaaia on. the intograticn of the continuing contrihutiona
o? minority peoples 'uhorovar possible o
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lo ^1^0 stnidsiii. tjilX gain o, greater ’cnouledge end annrociati on.
oS: tno cont-rroution of variona racial and othniV ra'oupa
to Amarica*
2o The ctndsnt nill leam the role played in UoS» history hy
prorloualy forgotten or neglected groupSo
3o The nt-udent ifill leam the relationship between donestic and
foreign affairoo
4o The G-tiident idll Icam that UoSo an \jell as other nationo*
history io Interpreted "by a hiatoricm yho is influencsd by
the Gi'ci in \jhich the historian liveGo
The stndent vill leam that althor!.gh changing circnr.3tance3
laeJke it iKpoGsible for "history to repast itcsif", history
still has on iniportant place in tho eiuadcnlnso
6o Tii3 strident vdll leam that the TJoS. has to function in n
global context and iBolation borders on the inpoasibluo
7o The ctudeat \-^tll loam that the "typo of goveirment established
vmder cur Constitution is evsr~involvingo
/*
8o The student learn the corsplex interplay of nilitary and
civilian leadership in foreign policjo
Bo j^^ilitioa;
I
lo The student vill gain a better cenBo of objectivity end the
ability to nalie sound value judgments <>
2o The Etudent vill develop the stills of the researchero
3o The student uill develop the ability to m'ite i-dth clarity
and directuase, through research papers, reports, etc*
4o The stu.dent iiill develop cinp reading sirillso.
The student il-ll bo able to relate important foreign develop-
nents to IJcSo policy decioiens, so that UoS* history '.^ill
not be studied in a vacuum.
Go
?•
8*
9 ^
Tho etudont vill develop Ekills of interpretaticuo
The D'tudent \'ill devolop tho abilrty to
papers, rnganilnaHo otCo criticallyc
read current
The Gtudont uill be bettor able to interpret charts,
Tho atudant vill devej op coimmmicaticn skills*
nous-
graphs, 6 fc(
10 .
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The otudent -will "be bettor able to oort through extraneous „
detail to arrive at tho ecoonce of a quoation.
11. Txie student vill develop skille of inquiry, analyoio and
critical Judgment.
Values:
lo The student v;ill identify hiiaaelf with Aiiericon heritage
and tradition in on open tuid pluralistic aociofcy.
2o The student will approeiate diverse opiniono and beliefs.
5. The student will realise that patriotism is a concept not
solely to be manifested in wartime
.
The student will realize that tempered national strength and
not strength al-one is 5.n a nation's best long-range interest.
5. The student will realize tha.t the UoSc has continually
supplied opportunities for eelf-fcLlfilliient.
6o Tlie student will develop greater cultural sensitivity.
7. The student will see tho error of stereotyping minorities.
8. The student will realise the effort that must be expended to
fulfill the proiiii.oe of the civil liberties concept.
9o The student will realize that national arrogance is a h&adrance
tovjards the "one v/orld” concept
-
10. The student will realize that freedom cannot be taken for
granted, but that vigilance and awareness are necessary.
Bocial Paartlcinatioa;
lo
2 .
The student will investigate his community for its role in
various historical events so as to better appreciate his city
Field trios to Emn?ounding historical aroas should bo a part
of the cuxriculum.
3o
4 .
vjhonover
GueQi- epealcers from the coBsn^^ should b| utilized w
possible, including reprosentatives of Vcn?3.o\is j.or.^ojien
rcxCiai
ethnic £uid laboring groups.
Ireouent group discussions and projeci's should oe important
componentSo
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Teacher Corps Policy Committe e Meeting Minutes
October 22, 1976
Present: Five Teachers, CPS Director of Program Development, CPS Director of
Staff Development, Mr. Keiths, Mr. Jones and Dr. Sams.
The agenda of the meeting v;as to be the discussion of the five proposals
that had been designed by South High School teachers in conjunction with Teacher
Corps staff (copies of these proposals in rough draft form are available to read
in the Teacher Resource Room) and submitted to the Policy Committee Members on
' Wednesday, October 20, in rough draft form. In addition to discussion of these
five proposals, the Committee devoted some time to a review of its purposes and
procedures. For purposes of clarity, this report is divided into six sections:
1. A review of the Committee's purposes and procedures.
2. Discussion of the Expanded Orbit Program and decisions reached.
3*. Discussion of the Foxfire Program and decisions reached.
4. Discussion of the General Math Teaming' and decisions reached.
5, Discussion of the Enriched Study Hall and decisions reached.
e’ Discussion of the Mini-School and decision reached.
1 . Committee Purposes and Procedures
Discussion about the purposes and procedures of this Committee
centered
around the concern expressed that the meeting on Friday had
short cut the origi-
nal procedures the toittee had established. The original plan was to
have all
proposals generated in the school discussed at a school
level first with only
those proposals that the school felt it could
not implement without further dis-
cussion by or assistance from the Policy Committee
forwarded to the Committee for
discussion. This step had been jumped with this meeting.
There were two points
of view expressed. The first was that
the meeting should have been postponed
until the proposals were discussed at
the High School and that the fact that
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the in-school work was not done beforehand made the meeting difficult and con-
fusing. Moreover, the fact that the Policy Committee was meeting to discuss the
proposals now implied that the normal administrative channels were being broken,
and this was not good. The second point of view v/as that the reasons for the
proposals coming before the Committee at this time were that people's schedules
made it difficult to hold the Committee meeting at another time and that it was
hoped that the Committee would use the meeting to talk about the change issues
implied by the five proposals and assist the school as it made the final deci-
sions about each proposal without breaking the normal procedures of the system.
Mr. Jones talked about the major purpose of Teacher Corps which was to
meet the needs of children and community through responsible innovation in a
protected environment to help strengthen what was good at the high school and
move that to the new high school and to help develop new good things that could
be moved to the r.e^i high school. In addition, he said that the school should
support that purpose of Teacher Corps by encouraging responsible innovation and
the system will support those innovations the school feels are important.
2 . Foxfire Program
The Foxfire Project Phase I was approved for implementation this Fall.
The teachers v/ere advised to consider getting a blanket approval form from
parents so they would not have to depend upon a number of parental
permission
slips being returned for each day students are to be out of the
building.
TEACHER CORPS POLICY COMMITTEE MEETING
NOVEMBER 30, 1976 MINUTES
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The agenda of the meeting was to be discussion of the five proposals that had
been designed by High School teachers in conjunction with Teacher Corps staff.
(Copies of these proposals in rough draft form are available to read in the
Teacher Resource Room.) For purposes of clarity, this report is divided into
five sections:
1. Discussion of the General Ninth Grade English Teaming Proposal.
2. Discussion of the Foxfire II Proposal.
3. Discussion of the Unified Science Proposal.
4. Discussion of the Multi -Cultural Proposal.
5. Discussion of the Addenda to the Original Enriched Study Hall Proposal.
GENERAL NINTH GPo^.DE ENGLISH TEAMING PROPOSAL
This proposal was discussed briefly. Mr. Keiths reported that it
seemed like a workable proposal, but that it depended upon the number of ninth
grade general classes that were available.
FOXFIRE II PROPOSAL
This proposal was discussed briefly. It was recommended that Foxfire
II be implemented after the evaluation of Foxfire I was completed so that the
second phase could take advantage of v/hat was learned in the first phase. The
completed proposal for Foxfire II will be ready by January 14th.
UNIFIED SCI ENCE PROPOSAL
This proposal v/as discussed briefly. It was pointed out that the
teachers have yet to be named who will participate in the curriculum
design
course to be held this coming Spring and Summer. Moreover, the
school does not
know how many ninth grade students will sign up for ttns. new
course. However,
Mr. Keiths reported that work in the design of the unified
science course and
inclusion of the course in the course selection material should go
ahead, that
it waraU Hght f^tL^ High School to be the pilot school for the new
course.
MULTI-CULTURAL PROPOSAL
The discussion of this
there was some concern expressed
proposal revolved around three issues. First,
that the course might not be elected in light
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Of the recent experiences of similar courses across the city. Second, there was
some concern about the course's ability to stand as a U.S. History requirement.
It was decided that more research into the state requirements should be done.
Finally, the group felt that the Social Studies Committee should become involved
actively in looking at the curricular questions, and it was decided to have the
proposal designers meet with the Committee to iron out tfiese curricular questions.
Policy Committee members who had additional questions about the course were to
submit these questions to Teacher Corps Team Leader.
School of Education
Teacher Corps
December 10, T976
Sandra Lynch
Senior Council
State Dept, of Education
182 Tremont Street
Boston, Mass.
Dear Ms. Lynch:
Per our phone conversation of December 8, I am writing to
explain the concerns surrounding the implementation of a
multicultural education course at the High School in
Central City
.
•The course centers around an examination of the histories
and cultures of ethnic and racial groups represented nation-
ally and locally in Central City. Key groups under study will
be Black Americans, Puerto Ricans, and Irish Americans.
In this process, students will be involved in learning about
the mainstream of American society, the Constitution, Decla-
ration of Independence, the Bill of Rights, local history
and State documents from the perspectives of the above
three and other ethnic and racial groups.
At 'issue is whether or not this course can be implemented as
a legal alternative to the regular Amer i can hi s t or y course.
Administrators involved in making the decision hold that the
course cannot be offered as an alternative and seem to feel
that the decision must be made by the State Department of
Education
.
As you indicated to me on December 8, such decisions are
made
on a local level by school system officials involved.
The state
does not involve itself in this review and decision.
The lav;, BLduca tion Chapter 71, Section 2 is broadly written
and can be loosely interpreted:
289
" Sub jects of ins t ructio n; history and civics
In all public elementary and high schools
American history and civics, including the
constitution of the United States, the de-
claration of independence and the bill of
rights, and in all public high schools the
constitution of the commonwealth and local
history and government, shall be taught as
required subjects for the purpose of pro-
moting civic service and a greater knov?-
ledge thereof, and of fitting the pupils,
morally and intellectually, for the duties
of citizenship .
"
We would find it quite helpful if you could send to us a
letter that states where decision-making on this law occurs,
and the state's role in these matters. Due to time re-
straints on acceptance and implementation, a speedy reply
would be beneficial.
thank you for your time and assistance.
Resnectf ully
,
Carlton E. Brown,
Program Planniiig Specialist
U. Mass . /Central City Schools
Teacher Corps Project
at South High School


